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This thesis comprises an applied linguistic study exploring the influence of national 
language policy and local language practices on education in Saudi Arabia, where 
Arabic is the official language. However, Arabic is a diglossic language, with two main 
forms: Standard Arabic, which is mainly associated with literacy and typically learned 
in school, and Local Arabic, which is normally acquired at home from families and 
often used in everyday interactions (Ferguson, 1959; Albirini, 2016). The aim of the 
present study is to explore the extent to which the diglossic situation influences the 
learning and teaching of Standard Arabic in the early years of school. The current study 
is important because the issue of actual language use in school and in education more 
generally in the Arab world is under-researched (Amara, 1995; Maamouri, 1998). This 
thesis is one of the few studies that has addressed this gap.  
 
Four primary schools in Riyadh (the capital of Saudi Arabia) participated in this study 
(involving Year One students aged 6-7 years old, their parents and their teachers). A 
combination of qualitative and quantitative data was gathered over a period of over 
three months through a questionnaire survey as well as interviews (to explore preschool 
language experiences), language assessment activities (to tap into the students’ speaking 
and listening abilities), classroom observations and interviews (to explore classroom 
language use and the rationale behind the participants’ choices of language). The key 
findings suggest that 1) Local Arabic is the predominant type of Arabic used in 
communication at home before entering school and the amount of exposure to Standard 
Arabic before attending primary school is generally low, 2) parental levels of education 
and monthly incomes appear to influence children’s preschool language experiences, 3) 
preschool exposure to Standard Arabic books and attendance at preschool appear to 
have a positive influence on Year One pupils’ Standard Arabic listening 
comprehension, and 4) both Standard and Local Arabic are used in the classroom, 
although spoken Local Arabic is predominant in teaching-learning activities, whereby 
this variety is used to facilitate the learning process. The thesis concludes by providing 
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Chapter 1 Introduction and research context 
1.1 Overview 
 
The current thesis presents an applied linguistic study that was conducted in Riyadh (the 
capital of Saudi Arabia) to explore the influence of local language practices on 
education in Saudi Arabia, where Arabic is the official language. This chapter sets the 
scene for the current study by providing information about the Arabic language (Section 
1.2), Saudi Arabia (Section 1.3) and the Saudi educational system (Section 1.4). In 
addition, this chapter presents a brief overview of the problem investigated in the study 





Arabic is a Central Semitic language (Versteegh, 2001; Holes, 2004). Unlike English 
(and many other European languages), the Arabic writing system is a cursive script, and 
it runs from right to left. Arabic contains 28 letters in the alphabet (Holes, 2004). It is 
the mother tongue of more than 200 million people (Versteegh, 2010: 649) and has been 
in existence for more than 1500 years (Holes, 2004). Moreover, Arabic is ‘the religious 
language of more than 800 million Muslims’ (Versteegh, 2010: 649). Thus, it is 
considered the largest member of the Semitic language family (Versteegh, 2001). 
However, Arabic is known to have two distinctive forms; namely, Standard and Local 
Arabic. These two forms will be discussed in the following subsections. 
 
1.2.2 Standard Arabic 
The term Standard Arabic is used in this study to refer to the officially endorsed variety 
of Arabic that is mostly associated with education and literacy. This term includes 
Classical Arabic (CA) and Modern Standard Arabic (MSA). CA is the language of the 
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Qur’an, Hadith1 and many classical Arabic poems (Holes, 2004: 10), while MSA is the 
descendant language of CA that is used nowadays.  
 
CA and MSA are known to native speakers of Arabic as alfusha, (which means ‘the 
language of the eloquent’; Bassiouney, 2009: 12). Arabic speakers often do not 
distinguish between CA and MSA (Bassiouney, 2009; Albirini, 2016). Ryding (2005) 
and Bin-Muqbil (2006) point out that CA and MSA are similar and share the same 
grammar and morphology, while the main difference lies in lexicon and styles2. 
Moreover, it should be noted that Arabic speakers usually refer to Standard Arabic as 
‘Arabic’. For instance, Bassiouney (2009) points out that ‘native speakers and 
constitutions in Arab countries do not specify what “Arabic” refers to, but it is usually 
MSA’ (p. 27). 
 
Standard Arabic can be characterised as having four key features: 
• Standard Arabic is the official language of education and of 22 Arab countries as 
determined by their governments (see Figure 1.1; Albirini, 2016: 10); 
• It is typically learned in school (Holes, 2004; Palmer, 2007); 
• It is closely associated with religion, culture and history. For instance, it is the 
language in which Muslims commonly recite their prayers, regardless of the 
colloquial varieties they use in everyday life (Palmer, 2007);  
• It is almost the same throughout the Arabic-speaking countries except for minor 
differences with respect to choice of words and phonological aspects due to the 
impact of the regional spoken dialects (Holes, 2004; Albirini, 2016). 
 
                                                
1
 Hadith is the sayings of the prophet Mohammad. 
2





Figure 1.1 The Arab world (Bassiouney, 2009) 
 
1.2.3 Local Arabic 
The term Local Arabic is used in this study to refer to a number of regional varieties 
that are often used by Arabic speakers in everyday communication and mostly 
associated with informal situations/functions. Local Arabic is usually referred to by 
Arabic speakers as ala’amia (which can be translated as the common language). Local 
Arabic has also been referred to in the literature as Colloquial Arabic (for example, 
Holes, 1993; Albirini, 2016). All the different regional dialects in Arabic have five 
major common features: 
• They are originally acquired from the family (that is, the language is normally 
spoken at home; Holes, 2004; Bassiouney, 2009; Albirini, 2016); 
• Generally speaking, they are the main form of everyday communication and 
mostly associated with informal contexts, such as conversations with friends and 
family (Versteegh, 2001; Holes, 2004; Bassiouney, 2009; Albirini, 2016); 
• They are not typically used in written discourse, such as in books and 
newspapers (Versteegh, 2001; Holes, 2004; Palmer, 2007; Albirini, 2016). 
Likewise, they mostly have less available linguistic materials, such as 
dictionaries (Ferguson, 1959); 
• They do ‘not have an official status in any of the Arabic-speaking countries’ 
(Albirini, 2016: 14); 
• Although they are originally taken from Standard Arabic, they differ 
considerably from this variety in terms of vocabulary, grammar and phonology 




Local Arabic is commonly categorised in Arabic sociolinguistic studies into five main 
groups (see Figure 1.2): Gulf or Arabian Peninsula (e.g. Saudi Arabia and United Arab 
Emirates); Egypt; Levantine (e.g. Lebanon and Syria); Mesopotamian (Iraq); and 
Maghrebi (e.g. Morocco and Algeria; cf. Versteegh, 2001; Holes, 2004). The current 
study took place in the Gulf area, in particular in Saudi Arabia. 
 
 
Figure 1.2 Map of Arabic dialects in the Arab world (Versteegh, 2001) 
 
Local Arabic in Saudi Arabia is under the umbrella of Gulf dialects (see Figure 1.2) and 
includes a number of local dialects. These dialects can be generally divided into five 






Figure 1.3 Main groups of dialects in Saudi Arabia (Alghamdi et al., 2008) 
 
The difference between local dialects in Saudi Arabia varies; it can be extremely large 
in some dialects, while the majority of dialects are broadly similar (See Tables 1.1 and 
1.2). However, generally speaking, Saudi dialects share many similarities and thus they 
are, to a great extent, mutually intelligible to their speakers. Albirini (2016) notes that 
local dialects in Arabic ‘share a wide range of lexical, syntactic, phonological and 
morphological features’ (p. 13). In addition, Mitchell and El-Hassan (1994) state that 
the differences between local dialects in Arabic ‘are lexical (and phonological) before 
they are grammatical’ (p. 2). 
 
Table 1.1 Examples of different Saudi dialects 
1  ِﺗ ِﺒ ﻲ؟ﻦﯿﺤﻟا حوﺮﺗ  Tibi toroh alhen? Najdi dialect 
2 ﻲَِﺒﺗ ؟ﻦﯿﺤﻟا حوﺮﺗ  Tabi toroh alhen? Northern dialect 
3 ؟ﻦﯿﺣد حوﺮﺗ ﻰﻐﺒﺗ Tibga troh dahen? Hejazi dialect 
4  ﻞھ؟نﻵا ﺐھﺬﺗ نأ ﺪﯾﺮﺗ  Hl toredo an tathhaba ala’ana? Standard Arabic 
 
Table 1.2 shows some examples (found in the data of the current study) of the 





Table 1.2 Examples of differences between Local and Standard Arabic vocabularies 
English Standard Arabic Jazani (Southern) Northern Hejazi Riyadhy (Najdi) 







































1.3 Saudi Arabia 
 
The context of the current doctoral research, Saudi Arabia, officially referred to as the 
Kingdom of Saudi Arabia, is located in the Middle East and comprises the bulk of the 
Arabian Peninsula (see Figure 1.1). Arabic is the primary spoken language in the 
country (see Section 1.2). Saudi Arabia is a conservative Islamic country and, according 
to official reports, all Saudi citizens are Muslims (Maisel and Schoup, 2009). 
 
According to the Central Department of Statistics and Information (CDSI), in 2015, 
Saudi Arabia had a population of slightly over 31 million (66% Saudi; Algorabi, 2016). 
The total population of Riyadh, the capital city in which the study was conducted, is 5.7 
million (RUO, 2014). According to the CDSI, 63% of Saudi citizens who live in Riyadh 
settled there as the result of internal migration (Alziadan, 2005: 30). Further, 76.8% of 
Saudi migrants who live in Riyadh came to the city in search of employment, whereas 
10.3% came for educational reasons (Alziadan, 2005: 30). The CDSI has also reported 
that Saudi citizens in Riyadh originate from at least 13 different Saudi regions (e.g. 
Mecca, Jazan and the Eastern Region). These migrants speak their regional dialects, 
which are, to a large extent, mutually intelligible to Saudi people. Moreover, 34% of the 
population in Riyadh have come from neighbouring countries, such as Egypt and Syria 
(Alzaidan, 2005: 30). 
 
1.4 Saudi educational system 
 
1.4.1 Background 
In Saudi Arabia, as in most Arab countries, such as the United Arab Emirates, Egypt 
and Qatar, students progress through the following series of education ladder levels: 
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preschool education (nursery and reception) for children aged 4–5, primary school for 
children aged 6–11, middle school for teenagers aged 12–14 and high school for 
teenagers aged 15–17. The completion of high school fulfils students’ compulsory 
education requirement, after which they enter higher education. Because Saudi Arabia is 
a conservative Islamic country (Section 1.3.), its education is based on a single-sex 
system (i.e. female and male students attend separate schools). 
 
With the exception of materials used in teaching English as an additional language, 
Standard Arabic is the official medium of instruction and the written language used in 
the Saudi curriculum and textbooks. Article 24 of the Education Policy in Saudi Arabia 
states that ‘by default, Arabic is the language of education in all modules and levels of 
education unless there is a necessity to teach in another language’ (Department of 
Education Policy, 1995: 4). Although the word ‘Arabic’ here does not specify either 
Standard or Local Arabic, officials typically use ‘Arabic’ to refer to Standard Arabic. 
As aforementioned, Bassiouney (2009) points out that ‘native speakers and constitutions 
in Arab countries do not specify what “Arabic” refers to, but it is usually MSA’ (p. 27). 
In this study, however, classroom language use was investigated in order to explore the 
language used and whether or not it is consistent with the official reports.  
 
The Saudi academic year consists of two terms of 14 weeks each. The first term usually 
begins in September and ends in January, and the second term often starts the last week 
of January and ends in May. In Saudi Arabia, the five weekdays consist of Sunday 
through Thursday, while Friday and Saturday constitute the weekend. 
 
Generally speaking, in most Arab countries, there are three types of schools: public, 
private and international. The main difference between these types of schools is the 
language used as the medium of instruction. In public and private schools, Standard 
Arabic is the official medium of instruction, while a foreign language (mostly English) 
is used in the international schools, which usually follow the curricula of another 
country, such as Great Britain or the United States. 
 
1.4.2 Preschool education 
Preschool education in Saudi Arabia consists of two years: rawda (nursery) for four-
year-old children and tamhidi (reception) for five-year-olds. However, these two years 
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are not compulsory and are not a prerequisite for enrolment in primary school (Bin-
Abdulhakeem, 2012). In addition to public preschools, some private preschools have 
been established with technical and financial support from the Saudi government. 
 
According to Bin-Abdulhakeem (2012), the three main aims of preschool education in 
Saudi Arabia are: 
 
• to provide children with a healthy environment whereby they can play and 
participate in a variety of experiences that enhance their physical skills; 
• to support children and encourage them to develop their knowledge and logical 
thinking within an Islamic framework; 
• to prepare children for primary school by teaching them the basics of Standard 
Arabic, such as the Arabic alphabet, numbers and colours. 
 
According to Bin-Duhaish (2014), the gross enrolment for preschool education in Saudi 
Arabia is 10–12%. In comparison to neighbouring and other Arab countries, it seems 
that the gross enrolment in preschool in Saudi Arabia is noticeably low (see Table 1.3). 
 
Table 1.3 Gross enrolment ratio for preschool education in Saudi Arabia and some other Arab countries 
Countries Gross enrollment ratio for preschool education 
United Arab Emirates 85% in 2013 (Alsiba’e, 2013) 
Lebanon 76% in 2010 (UNICEF, 2012: 105) 
Qatar 53% in 2010 (UNICEF, 2012: 106) 
Egypt 23% in 2010 (UNICEF, 2012: 104) 
Saudi Arabia 10–12% in 2014 (Bin-Duhaish, 2014) 
 
Worldwide, the percentage of children aged 4–5 who attended preschools in Saudi 
Arabia in 2014 is remarkably low. For example, in Belgium, Italy, France and Spain, 
more than 95% of the children in this age group were enrolled in preschool education in 
2008. In addition, more than 90% of children aged 4–5 attended preschools in Denmark, 
Germany, Japan and the United Kingdom (OECD, 2011). 
 
Bin-Duhaish (2014) states that the enrolment ratio increases in major cities and in 
neighbourhoods populated by people with higher monthly incomes (while the enrolment 
ratio decreases in rural areas and neighbourhoods populated by people with lower 
monthly incomes). However, there is a lack of published empirical studies in the Arab 
context that have examined the relationship between family factors (such as level of 
education and income) and attendance at preschool. Worldwide, reports in the United 
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States suggest that parental levels of education and income have an influence on 
preschool attendance. For example, Freeman (2004: 18) reported that in 2004, the 
percentage of enrolment in preschool education in the United States differed according 
to the incomes of the children’s families. For example, 3–5-year-olds whose parents had 
high incomes were more likely to be enrolled in preschool than children whose families 
had lower incomes. Similarly, in the United States, Aud et al. (2013: 45) found that in 
2011, the parents’ education level seemed to play a role in relation to their children’s 
preschool enrolment: up to 75% of the children whose parents held bachelor’s degrees 
attended preschool in 2011, while 58% of the children whose parents obtained high 
school qualification and 53% of the children whose parents had less than a high school 
education were enrolled in preschool during the same year. 
 
1.4.3 Primary education 
Primary education in Saudi Arabia comprises six years. The first year, which is also the 
first year of compulsory education, serves pupils aged 6–7. These students are the target 
population of this study, as is further explained in Chapter 3. Year One students are 
taught the following four key modules: Standard Arabic, religion, maths and science 
(plus physical education and art). The Standard Arabic module focuses on teaching 
Standard Arabic in relation to the four linguistic skills (i.e. listening, speaking, reading 
and writing). Year One pupils start to learn the alphabet to help them with their literacy 
skills. In religion, pupils learn some basic concepts of Islam (e.g. prayers) as well as 
portions of the Islamic code of conduct (e.g. honesty and hygiene). In maths, students 
learn some basic numeracy skills and how to do some simple mathematical operations, 
such as addition and subtraction. In science, students expand their knowledge by 
learning some basic scientific subjects, such as weather and substances. 
 
1.5 A general overview of the investigated problem 
 
In Saudi Arabia (as well as in other parts of the Arab world), it is widely reported that 
many native Arabic-speaking students experience difficulties when learning Standard 
Arabic. Also, low academic achievement in Standard Arabic and poor performance with 
respect to this language variety is common among students at all educational levels 
(Maamouri, 1998; Altowayan, 2001; Alnassar, 2007). For instance, Al-Issa (2009), who 
is Saudi Arabia’s current minister of education (in 2016), states that students’ abilities 
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in Standard Arabic reading, writing and self-expression are generally weak. Al-Issa 
(2009) emphasises that one of the main issues that needs to be focused on in relation to 
enhancing the quality of education in Saudi Arabia is the teaching of Standard Arabic. 
A number of possible factors, including the curricula and teachers, contribute to 
students’ poor performance in Standard Arabic (Al-Issa, 2009). The current study sheds 
light on one of the issues that affect both teachers and students in Saudi Arabia, which is 
the influence of language practices associated with Standard and Local Arabic on the 
early years of education. More specifically, previous studies (e.g. Ayari, 1996; Abu-
Rabia, 2000) have shown that Arabic-speaking children face difficulties when starting 
to learn Standard Arabic in school because Local Arabic is predominant in society, 
while the exposure to and practice of Standard Arabic is generally limited. My study is 
aimed at exploring the extent to which language practices in Saudi society influence 
teaching and learning in school and to provide pedagogical recommendations for 
enhancing the quality of teaching Standard Arabic in Saudi Arabia. The current study is 
important because the area of language diversity in relation to classroom language use 
(and education in general) in the Arab world is under-researched (Amara, 1995; 
Maamouri, 1998). Further discussion regarding the goals and focus of this study is 
provided in Section 2.7. 
 
1.6 Structure of the thesis 
 
The current thesis comprises 10 chapters. A brief background of the context of this 
study has been outlined in this chapter, while Chapter 2 provides a detailed review of 
the literature relevant to the study’s focus. More specifically, based on Ferguson’s 
(1959) article and recent studies, Chapter 2 begins with a discussion of the development 
of the concept of diglossia and its relation to Arabic. This is followed by an 
examination of the approaches that provide accounts of the use of more than one 
language in communication (code-switching and translanguaging). I then explain issues 
pertaining to the early years of education, such as the medium of instruction in class and 
the difficulties that Arabic-speaking children face in learning Standard Arabic. I review 
a number of studies arguing that language practices in the diglossic situation are one of 
the main factors contributing to the difficulties faced by Arabic-speaking students. 
Chapter 3 provides a discussion of the methodological design adopted for this study as 
well as the justification for the methodological choices made. It also provides detailed 
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information regarding the approaches employed to analyse the data collected in this 
study. 
 
Chapters 4 through to 9 present the empirical findings and analyses of the current study. 
Specifically, Chapter 4 explores the types of Arabic the participating children appear to 
have experienced in the preschool period and some family factors that might have 
influenced these experiences. Chapter 5 supplements the findings presented in Chapter 
4 with additional information and more detail regarding preschool language 
experiences. Chapter 6 investigates the participating Year One students’ oral linguistic 
abilities (i.e. speaking and listening) and how their preschool language experiences 
might affect these two focal abilities. 
 
Chapters 7 through to 9 investigate classroom language use. More precisely, Chapters 7 
and 8 explore the types of Arabic used by the participating teachers and students in 
class, respectively, and the functions associated with each of their usage. Chapter 9 
investigates the rationale behind teachers and students’ language choices in class as well 
as teachers’ views regarding classroom language use and language diversity in relation 
to education. 
 
Chapter 10 (the final chapter) draws together the main findings of this study. In addition 
to addressing the research questions, it discusses and interprets the meaning of the 
findings and relates them to the existing literature. It also offers a number of suggestions 
for improving the teaching and learning of Standard Arabic in Saudi Arabia.   
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Chapter 2 Literature Review  
2.1 Introduction 
 
The current chapter provides a detailed review of the literature relevant to the current 
study. Section 2.2 discusses the development of the sociolinguistic concept of diglossia 
and its relationship with Arabic, based on Ferguson’s (1959) article and recent studies. 
In Section 2.3, approaches to the use of more than one language in communication are 
discussed, while speakers’ attitudes towards Arabic varieties are presented in Section 
2.4. What follows is a review of the literature pertaining to early years of education in 
relation to the diglossic situation (Section 2.5). A brief discussion on child language 
development is provided in Section 2.6. In Section 2.7, the position of the current study 
and its connection to the literature discussed in this chapter is explained, as is the focus 
of my research. A summary of the key issues presented in this chapter is provided in 
Section 2.8. 
 
2.2 Diglossia  
 
Diglossia is a concept that can be used to account for the connection between Standard 
Arabic and Local Arabic. It explains the relative status of these two forms of Arabic, 
how they are distributed in different social contexts, and their pragmatic and social 
functions in the Arabic-speaking countries (Albirini, 2016). 
 
2.2.1 Background 
Albirini (2016: 16) states that diglossia as a sociolinguistic term was first used by 
Krumbacher (1902) and then by Marçais (1930) who was the first to apply this term to 
Arabic, when he explained the diglossic situation in the Arab world. The most 
comprehensive and most commonly discussed framework that explains the relationship 
between standard and colloquial language varieties (such as in the case of Arabic) was 
developed by Ferguson (1959). In fact, the term diglossia did not exist in English until 
1959 when this author introduced it (Ferguson, 1959: 325). Ferguson’s description of 
diglossia aimed at: 1) defining a particular sociolinguistic situation; 2) characterising its 
major variables; 3) predicting its future; and 4) offering a framework that explains and 
defines the relationship between two socio-historically related varieties (Albirini, 2016: 
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16). Ferguson (1959) explains his theoretical framework by using four languages as the 
main examples of diglossic situations, namely: Katharevousa & Demotic in Greek3, 
Standard & Creole French in Haiti, Standard & Swiss German, and the Standard & 
Local varieties of Arabic. Ferguson (1959) describes diglossia as:  
 
A relatively stable language situation in which, in addition to the primary dialects of the 
language (which may include a standard or regional standards), there is a very divergent, 
highly codified (often grammatically more complex) superposed variety - the vehicle of a 
large and respected body of written literature either of an earlier period or in another 
speech community - that is learned largely by means of formal education and used for most 
written and formal spoken purposes but is not used by any sector of the community for 
ordinary conversations... The superposed variety is the High (H) variety and the regional 
dialect is the Low (L) variety. (p. 336) 
 
The coexistence of Standard and Local Arabic is seen in Ferguson’s model as a 
characteristic example of a diglossic situation. This means that Arabic exists in two 
different main varieties: High (H), which is formal, mainly found in written form and 
formal settings (Standard Arabic), and Low (L), which is informal, mostly spoken, and 
often associated with daily life interactions. These two forms differ in terms of syntax, 
lexicon and phonology (Ferguson 1959; Bassiouney, 2009; a brief linguistic description 
of the two forms of Arabic is provided in Appendix 1).  
 
In his model of diglossia, Ferguson (1959) distinguished between two main forms of 
Arabic, namely H (Standard Arabic) and L (Local Arabic). However, in relation to the 
context of my study, it should be noted that Arabic speakers in Riyadh often 
communicate using different Saudi and Arabic dialects, such as Riyadh dialect, northern 
dialect, Egyptian colloquial and Syrian colloquial (as pointed out in Chapter 1). Because 
these colloquial dialects share some common characteristics, such as the fact that they 
are acquired from the family and mainly used in everyday communication (see 
                                                
3
 Demotic (the vernacular form of Greek) was announced as the official language of Greece in 1976 and 
since then it has been the medium of instruction in education (Horrocks, 2010). 
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Subsection 1.2.3), they can be categorised under the umbrella of Local Arabic 
(Bassiouney, 2009; Albirini, 2016).  
 
However, the labels H and L that were created by Ferguson (1959) to refer to Standard 
and Local Arabic have been subject to criticism by sociolinguists owing to the fact that 
they indicate a value of judgment (or language attitudes among speakers) and also imply 
the superiority of H (Bassiouney, 2009: 27). Whilst Standard Arabic could be viewed as 
high and Local Arabic as low, this is a matter of judgment by the speakers (as will be 
discussed in Section 2.4), but from a scholarly point of view, researchers need to be 
more neutral in relation to this matter. Accordingly, the terms Standard and Local are 
used in this study, instead of H and L (respectively), because the proposed terms are 
comparatively less valued-laden. That is, the term Standard Arabic is used throughout 
this thesis to refer to what Ferguson labels H (including CA and MSA), while Local 
Arabic is used for the different Arabic regional dialects, which Ferguson refers to as L.  
 
2.2.2 Ferguson’s criteria of diglossia 
Ferguson (1959: 328-336) established nine criteria for a diglossic language, which are 
summarised in Table 2.1. It should be noted that whilst Ferguson used these criteria to 


















Table 2.1 Criteria of a diglossic language (Ferguson, 1959: 328-336) 
 Standard Arabic Local Arabic 
Function 
Standard Arabic is associated with 
formal contexts/domains, such as in 
university lectures, news broadcasts 
and in political or religious speeches 
Local Arabic is associated with informal 
contexts/domains, such as daily life 
communication, exchanges with friends and 
family, ‘instructions to servants, waiters, 
workmen and clerks’, and folk literature (p. 
329) 
Prestige In general, it is regarded as highly prestigious and sacred by its speakers 
Deemed generally as being inferior to 
Standard Arabic by its speakers 
Literary 
Heritage 
Has a well-established literary 
heritage (e.g. Arab and Islamic 
history as well as literature are 
written in Standard Arabic) 
Lacks a literary heritage 
Acquisition Typically learned in school Acquired natively from the family 
Standardization 
Has well-established rules and a vast 
number of linguistic studies as well as 
plenty of dictionaries 
Has much fewer available linguistic 
materials (e.g. dictionaries) 
Grammar4 More complex and systematic Less complex 
Lexicon 
• ‘Generally speaking, the bulk of the vocabulary of H and L is shared, of course with 
variations in form and with differences of use and meaning’ (p. 334); 
 
• A noticeable feature is ‘the existence of many paired items’: one Standard one 
Local. These pair items refer to frequently used notions that exist in both varieties of 
Arabic and the meaning of the two notions/words are almost identical, ‘and the use of 
one or the other immediately stamps the utterance or written sequence as’ Standard or 
Local Arabic (p. 334). For instance, the word for ‘go’ in Standard Arabic is ‘thahaba’ 
and the Local Arabic word is ‘rah’ 
Standard Arabic has vocabulary that 
Local Arabic lacks. E.g. ‘technical 
terms and learned expressions which 
have no regular [Local Arabic] 
equivalents’ (p. 334) 
‘Popular expressions and the names of very 
homely objects’ are commonly in Local 
Arabic (p. 334) 
Phonology More complex and has an underlying phonological system 
Simple and derived from Standard Arabic 
system with considerable changes 
Stability 
Diglossia is usually a long-lived phenomenon. It ‘typically persists at least several 
centuries’ (p. 332) 
Highly stable in terms of grammar 
and phonology Less stable, mutable and changing over time 
 
One of the main differences between Standard and Local Arabic is that the latter is 
considered mutable and significantly more flexible than the former in terms of lexicon. 
Unlike Standard Arabic, Local Arabic ‘easily coins words, adapts and adopts foreign 
expressions, incorporates the latest cultural concepts and trends’ (Ryding, 2005: 5). 
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Whereas, there is a common tendency to preserve Standard Arabic generally unchanged 
in terms of vocabulary, phonology and grammar. There are a number of linguistic 
academies that were established in the Arab world mainly to “protect” Standard Arabic 
from being changed in terms of vocabulary, such as the Academy of Arabic in Cairo5. 
Alsaleh (2009: 321) and other Arab linguists argue, in support of the Academy of 
Arabic in Cairo, that Arabic speakers should not accept calque (i.e. translated terms or 
concepts adopted from foreign languages into the recipient language) or loanwords (i.e. 
words adopted from foreign languages, as they are without translation) in Standard 
Arabic unless there is a necessity, such as scientific terms or the names of contemporary 
objects (such as the word ‘petrol’), that have no equivalents. 
 
2.2.3 Narrow and broad diglossia 
One of the arguments that was made against Ferguson’s (1959) model concerned the 
fact that he confined the term diglossia to the situations where speakers use two 
language forms that are genealogically related in functionally distinct ways (i.e. one for 
formal contexts and the other for informal communications), such as Local and 
Standard Arabic. Fishman (1967) broadened the construct of a diglossic situation, 
arguing that it can include situations where two different languages, even non-
genealogically related ones, are used for different functions. For Fishman, the key 
feature of diglossia is the presence of functionally distinct roles for each language ‘as 
well as access to these roles’, which clearly differ ‘in terms of when, where, and with 
whom they are felt to be appropriate’ (Fishman, 1972: 79). The term ‘narrow’ is 
suggested to portray Ferguson’s notion of diglossia, while ‘broad’ or ‘extended 
diglossia’ can describe Fishman’s model of the phenomenon (Myers-Scotton, 1986).  
 
2.2.4 Overcoming the static nature of Ferguson’s model  
Ferguson’s model has been criticised by several linguists (e.g. Badawi, 1973; Hawkins, 
1983; Hudson, 2002; Albirini, 2016) for the contextual dichotomy, which reflects the 
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 The Academy of Arabic in Cairo is a well-known organisation that was established in 1932 to maintain 
the integrity of Standard Arabic rules and to help the language to be compatible with contemporary life. 
The organisation decides/suggests what can or cannot be used in Standard Arabic in terms of vocabulary 
and resolves other linguistic issues. 
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static nature of the model, the fact that ‘in one set of situations only H is appropriate and 
in another only L, with the two sets overlapping only very slightly’ (Ferguson, 1959: 
328; see ‘Function’ in Table 2.1). Albirini (2011) has proposed a modification to 
Ferguson’s framework, in which he suggests that speakers in a diglossic situation use 
Standard or Local Arabic not because of the context per se, but rather for different 
functions. For instance, they might use Local Arabic to explain a preceding idea or to 
joke, while they might use Standard Arabic to articulate a direct quote or to recite the 
Qur’an (p. 537). Albirini (2011, 2016) contends that the use of Standard or Local Arabic 
relies mainly on the function that these two varieties encode and serve, irrespective of 
the context. This modification put forward by Albirini (2011, 2016) overcomes the 
static nature of Ferguson’s model (1959) because it is flexible and acknowledges the 
dynamic nature of language use. Based on this modification, Standard and Local Arabic 
can (and likely do) occur in the same context (e.g. a sermon in a mosque) and in the 
same conversation, but mostly for different functions.  
 
Albirini (2011) conducted an empirical study to explore the social functions of the use 
of Standard and Local Arabic. He analysed 35 video and audio recordings that were 
collected from three different social domains: 1) religious lectures, 2) sport (football 
commentators) and 3) political debates. The findings showed that the participants 
appeared to allocate different functions to Standard and Local Arabic. For example, 
Albirini (2011: 547) found that Arabic speakers used Local Arabic for a number of 
functions, such as ‘to simplify a preceding idea’, to talk about taboo topics, ‘to 
introduce daily life sayings’, and to insult or scold other people. On the other hand, they 
used Standard Arabic for different functions, such as ‘to introduce a direct quote [and] 
to signal a shift in tone from comic to serious’ (Albirini, 2011: 541). 
 
Based on the discussion above, Albirini (2011, 2016: 20) suggests that Ferguson’s 
model has to be ‘reformulated – not abandoned – based on the functional, rather than 





2.2.5 Approaches that depict spoken Arabic as levels  
Subsequent to Ferguson’s (1959) article about diglossia, a number of linguists (e.g. 
Blanc, 1960; Cadora, 1965; Badawi, 1973; Ryding, 1991) suggested different levels of 
Standard and Local Arabic in an attempt to provide a more precise delineation of the 
spoken language. Some (e.g. Blanc, 1960; Badawi, 1973) noticed that Arabic speakers 
often use (mostly in spoken discourse) a mix of Standard and Local Arabic within the 
same conversation, i.e. they usually do not communicate totally in one of these 
language varieties. Thus, a number of studies have postulated ‘intermediate levels’ 
between Standard and Local Arabic. Two main approaches to describing the suggested 
intermediate levels have been adopted by researchers in the literature: 1) those that 
attempt to identify separate varieties between Standard and Local Arabic, usually as 
examples of the mixing of the two Arabic forms (e.g. Blanc, 1960; Cadora, 1965; 
Ryding, 1991, among others) and 2) those that propose Arabic as continuum levels in 
varying degrees between two extremes, namely, Standard and Local Arabic (e.g. 
Badawi, 1973). 
 
In relation to the first approach, Blanc (1960: 85), for instance, suggested five major 
Arabic varieties: classical, modified classical, elevated colloquial, koineised colloquial, 
and plain colloquial, while Cadora (1965: 135) described Arabic as having three 
coexisting varieties, Modern Standard Arabic, Intercommon Spoken Arabic, and 
Dialectal Arabic. Other studies (e.g. El-Hassan, 1977; Mitchell, 1982; Mahmoud, 1986) 
concentrated primarily on a particular intermediate level that is called ‘educated spoken 
Arabic’. Mitchell (1982) defines educated spoken Arabic as ‘the virtually unregistered 
“mixed” Arabics that provide the basis for the “koineised” Arabic of 
intercommunication between Arabs between different countries’ (p. 125). Further, the 
author posits that ‘vernacular Arabic (meaning dialectal/colloquial Arabic) is never 
plain or unmixed but constantly subject to the influence of modern times’ (p. 9). 
However, the notion of educated spoken Arabic has been criticised by a number of 
linguists (e.g. Nielsen, 1996; Wilmsen, 2006; Bassiouney, 2009; Albirini; 2016). For 
example:  
• Albirini (2016: 22) points out that despite the fact that Mitchell (1982) 
recognises the fluid nature of the concept of educated spoken Arabic, he 
‘provided a number of specific features of this variety in terms of phonology, 
morphology, and syntax’ (for more details see Mitchell, 1982). Albirini (2016: 
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22) argues that providing particular rules and at the same time proposing fluidity 
makes it elusive to understand the concept of educated spoken Arabic. This 
author points out how this explains the controversy in the literature about the 
specific definition and description of educated spoken Arabic (e.g. Nielsen, 
1996; Wilmsen, 2006).  
• Nielsen (1996) points to the fact that educated spoken Arabic is ‘very badly 
codified’ (p. 225). He states that ‘apart from very few studies… no research has 
established what kind of rules actually govern this mixing, nor do we know 
whether or not such rules are subject to generalisations’ (p. 225). 
• Likewise, Bassiouney (2009: 17) argues that ‘the term “educated Arabs” seems 
vague. Is an educated Arab a merely functionally literate one or “cultured” one?’ 
• A number of studies (e.g. Khamis-Dakwar and Froud, 2007) have shown that 
long stretches of spoken discourse (whole sentences or whole episodes of 
discourse) can be produced entirely in Standard or Local Arabic, which 
contradicts the concept of educated spoken Arabic, regarding which it is argued 
that spoken Arabic is never unmixed (Albirini, 2016). 
 
The second approach describes Arabic as continuum levels in varying degrees between 
two extremes; namely, Standard and Local Arabic. Badawi’s work (1973) is one of the 
well-known comprehensive studies adopting this approach. Badawi (1973) describes in 
detail the Arabic used in the Egyptian media as having five different levels that do not 
have distinct or permanent lines between each level. The five levels presented by 
Badawi (1973: 89) are:  
 
1. Inherited Classical Arabic, which is associated with the Qur’an (i.e. CA). It is 
usually written and almost exclusively spoken by religious scholars (Badawi, 
1973: 89). 
2. Contemporary Classical, which is a simpler version of CA (known as MSA by 
many linguists, such as Holes, 2004; Bassiouney, 2009). 
3. Colloquial of The Intellectuals (well-educated people), which is a spoken variety 
that is influenced by Standard Arabic, whereby it ‘moves towards alfusha 
[Standard Arabic] and reaches a degree where it becomes able to express, orally, 
contemporary culture’ (Badawi, 1973: 149). 
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4. Colloquial of The Basically Educated Speakers, which is ‘the everyday language 
that people educated to a basic level use with family and friends’ (Badawi, 1973: 
91).   
5. Colloquial of The Illiterates. This level is not affected by Standard Arabic in that 
people invariably speak entirely in Local Arabic (Badawi, 1973: 189). 
 
Badawi (1973: 93) argues that these five different levels are not mutually exclusive and 
speakers can shift between them in the same stretch of discourse. For example, speakers 
may shift between Contemporary Classical (i.e. MSA) and Colloquial of The Basically 
Educated Speakers in the same conversation. However, Badawi (1973: 93) notes that 
speakers who do not master Standard Arabic (well), are not able to switch confidently 
between these levels, because they master only one or two of them. 
 
The levels proposed by Badawi (1973) have been criticised for having a number of 
limitations, as follows: 
 
• Badawi (1973) based these levels on the spoken discourse of Egyptian media, 
and thus it is reasonable to argue that they cannot be generalised to explain 
Arabic in other Arab countries (and other countries in which Arabic is spoken). 
For instance, Albirini (2016) states that the levels suggested by Badawi ‘are not 
recognized by Arabic speakers in Jordon, Morocco and Saudi Arabia’ (p. 23). 
• The use of education as a criterion in Badawi’s model is problematic. For 
example, Albirini (2016) points out that education is ‘a characteristic of the 
speaker rather than a linguistic variable (a characteristic of the language variety). 
In other words, speaker variables may not justify the distinction between the two 
varieties [Standard and Local Arabic] (although they might differentiate styles)’ 
(p. 24). 
• In response to Badawi’s (1973) point that there are no distinct and permanent 
lines between each level, Bassiouney (2009) argues that ‘instead of five, one 
could theoretically propose an infinite number of levels’ (p. 15). Bassiouney 
(2009) sates that ‘it is always a question of “more or less” with no clear dividing 
lines between the levels’ (p. 15).  
 
Albirini (2016) points out that Ferguson (1959) was cautious in delineating two major 
language varieties without claiming any intermediate levels. The rationale behind this is 
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simple: ‘a dialect, by definition, is a language variety that differs from other mutually 
intelligible in systematic ways’ (Albirini, 2016: 24). Albirini (2016) adds that ‘Ferguson 
was careful not to include speakers’ variables in his model because this would lead to 
the fluidity in the linguistic constructs and model that he was describing’ (p. 24). 
 
The observation that Arabic has two distinctive varieties (Standard and Local Arabic) is 
still valid (Mejdell, 1999; Bassiouney, 2009; Albirini, 2016). However, what the 
discussion in this subsection has shown is that a ‘pure’ form of either rarely exists in 
spoken Arabic and instead, a mix of both varieties is likely to occur in communication. 
Even when Standard and Local Arabic are presented on a linguistic continuum, the two 
varieties are acknowledged by many linguists to be associated with different domains 
and different functions (Albirini, 2016). 
 
What the discussion above suggests is that many scholars in the Arab world have 
recognised the dynamic nature of spoken Arabic and that Standard and Local Arabic are 
usually used in the same conversation, which differs from the static model developed by 
Ferguson (1959). This leads to the discussion of two linguistic approaches; namely, 
code-switching and translanguaging that can explain the ‘mixing’ between two 
language varieties in the same stretch of discourse, as presented in the next section. 
 
2.3 Theoretical approaches to the use of more than one language in communication 
 
The use of more than one language in spoken interaction has been studied and discussed 
in the literature and two main approaches (code-switching and translanguaging) that 
give accounts of how and why two languages (or more) are used in communication will 
be covered in this section. 
 
2.3.1 Code-switching  
A good deal of published research (e.g. Blom and Gumperz, 1972; Gumperz, 1982; 
Myers-Scotton, 1993; Auer, 1998) has analysed and discussed the use of two languages 
(or more) in communication under the term code-switching, which ‘describes the 
speech of bilinguals/multilinguals or bidialectals/multidialectals who juxtapose 
elements from two or more language varieties in a single utterance or piece of 
discourse’ (Albirini, 2016: 216). Early studies of code-switching (e.g. Bloomfield, 
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1927) considered the alternation between languages as to be resulted from a language 
deficiency of bilinguals who could not maintain using one language in the same stretch 
of discourse due to, for example, the speakers’ lack of lexical or syntactical knowledge 
(Myers-Scotton, 1993). However, this view has changed and many studies in the field 
of sociolinguistics consider code-switching as a creative way of communication that is 
used by bilinguals/bidialectals for different social and pragmatic goals (e.g. Gumperz, 
1982; Myers-Scotton, 1993; Holes, 2004; Appel and Muysken, 2005; Albirini, 2016). 
Code-switching differs from borrowing. In essence, it pertains to situations where ‘two 
grammars and vocabularies are used in producing a sentence or a text’, while borrowing 
includes the adoption of words from one language (the donor) to another language (the 
recipient; Muysken, 2000: 70). Thus, loanwords are words ‘that can be conventionally 
used as part of the language’ (Haspelmath, 2009: 40). 
 
Because of the existence of the different linguistic resources (i.e. Standard and Local 
Arabic) at Arabic speakers’ disposal in different contexts, the deployment of code-
switching ‘as a form of social interaction becomes expected’ (Albirini, 2016: 224). In 
the last 20 years or so researchers and linguists have shown an increasing interest in 
regarding the alternation between Standard and Local in Arabic as a form of code-
switching (e.g. Eid, 1988; Holes, 1993, 2004; Bassiouney, 2006; Albirini, 2011, 2016; 
among others). It should be noted, however, that a speaker’s proficiency in Standard 
Arabic can be an issue in relation to code-switching. For example, some Arabic 
speakers who do not master Standard Arabic (well) might not be able to carry on a 
conversation in this variety and thus have to switch to Local Arabic to fill in their 
competence gap (Hudson, 2002). This could explain why early studies on code-
switching viewed it as a practice resulting from a bilinguals’ lack of lexical or syntactic 
knowledge (e.g. Bloomfield, 1927).   
 
There are a number of different theoretical approaches to code-switching in 
communication. For example, Blom and Gumperz (1972) identify situational and 
metaphorical code-switching. In situational code-switching, individuals are motivated to 
code-switch by external factors (in relation to speakers), such as the setting, 
interlocutor, topic or the social situation. Metaphorical code-switching is triggered and 
motivated by the speakers themselves, even if the situational factors are the same. 
Functional-based switching (Albirini, 2011, 2016) is another identified approach, in 
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which speakers switch between languages (or varieties of the same language) to serve 
particular social or pragmatic functions. Another theoretical framework is termed the 
‘accommodation theory’ (Giles et al., 1987; Giles and Coupland, 1991), where speakers 
modify their spoken language so it is similar/closer in nature to that of the interlocutors 
in order to minimise differences for the purposes of obtaining social approval or for 
successful communication.  
 
It should be noted that whilst code-switching has often been associated with 
conversational exchanges, it can also involve ‘not only utterances from contexts of 
conversational interaction but also other texts, such as song lyrics’ (Omoniyi, 2005: 
729). It can also occur in written discourse, such as novels and newspaper articles 
(Sebba, 2013). However, formal (or standard) written texts in Arabic (such as books, 
novels, scientific articles and newspapers) are usually produced entirely in Standard 
Arabic (Holes, 1993; Bassiouney, 2006; Albirini, 2011), for two main reasons: 1) 
Standard Arabic is considered by its speakers as the formal, codified and prestigious 
form, and 2) writers in formal texts usually discuss topics that are usually associated 
with Standard Arabic, such as science, law, literature and religion (Albirini, 2016: 251). 
Nonetheless, the literature shows that code-switching between Standard and Local 
Arabic exists in a limited number of Egyptian literary works. More specifically, the 
switch to Local Arabic exists in some Egyptian literary works (e.g. some novels written 
by Yusuf Alsiba’i6) to mirror everyday exchanges, in order to reflect the diglossic 
situation in the novel (Abdel-Malek, 1972). Rosenbaum (2011) states that the notable 
use of Local Arabic in literary works appears to exist uniquely in the Egyptian context. 
 
2.3.2 Translanguaging 
The use of more than one language in communication has also been discussed in the 
literature under the label of translanguaging, which is a relatively new and still 
developing concept that was introduced by a Welsh educationalist (Williams, 1994; 
cited in Lewis et al., 2012: 641). Translanguaging can be broadly defined as a process in 
which speakers draw on whatever linguistic resources they have access to in order to 
                                                
6
 Yusuf Alsiba’i (1917-1978) is a well-known Egyptian writer and novelist (El Hamamsy and Soliman, 2013: 147). 
  
37 
make meaning, help gain understanding and communicate successfully. However, there 
are different levels of discussion in the literature in relation to the concept of 
translanguaging. In the current study, I will concentrate on classroom translanguaging 
(e.g. Williams, 1994; Baker, 2010, 2011; Canagarajah, 2011), in which the emphasis is 
on classroom language use and pedagogical considerations, because it suits the focus of 
my research. 
 
In the educational domain, which, as aforementioned, is the context of this study, it has 
traditionally been argued that languages should be strictly separated in the classroom, 
and hence, the use of two languages in class by bilinguals has commonly been seen as 
negative and detrimental to teaching and learning (cf. Creese and Blackledge, 2011; 
Lewis et al., 2012). For example, Jacobson (1990) reported that: 
Bilingual educators have usually insisted on the separation of the two languages, one of 
which is English and the other, the child’s vernacular. By strictly separating the languages, 
the teacher avoids, it is argued, cross-contamination, thus making it easier for the child to 
acquire a new linguistic system as he/she internalizes a given lesson. (p. 4) 
 
This traditional approach that calls for the strict separation of languages in class is 
referred to by Creese and Blackledge (2011) as ‘separate bilingualism’, which 
commonly prevails in language-education settings (Gafaranga, 2000). The advocacy of 
the use of only one language variety in class also prevails in the Arab world among 
educators and language policy makers. For example, many studies call for the use of 
only Standard Arabic in the classroom and consider the use of Local Arabic in class to 
have negative effects on teaching and learning (e.g. Boutros, 1982; Nazal, 1998; 
Alroshaid, 2006). 
 
However, in recent years perspectives related to the use of more than one language in 
the classroom have changed, and interest has increased in considering the use of more 
than one language in class to be a useful strategy that can be employed by teachers and 
students to support and facilitate the learning process (Conteh, 2007; Cummins, 2008; 
Baker, 2010; Creese and Blackledge, 2010, 2011; Lewis et al., 2012; among others). For 
example, in the United States, Garcia (2013) showed examples of classroom 
translanguaging in New York schools, where the teachers and students drew on both 
English and Spanish in the same lessons in order to facilitate learning. The author stated 
that ‘despite school structures that keep out Spanish by stating that they are English 
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only… teachers and students are negotiating these monolingual’ arrangements (p. 171). 
Garcia (2013) argued that the use of the two languages seemed to have educational 
benefits, such as broadening students’ understanding and helping in developing content 
knowledge as well as linguistic skills. In another context (the United Kingdom), Creese 
and Blackledge (2010) provided examples of translingual practices in Chinese and 
Gujarati complementary schools in the United Kingdom. The authors suggested that 
these languages (Chinese and Gujarati) were used alongside English in the observed 
lessons in order to convey information in an effective and easy way, to explain the task 
that the students were to perform, and to engage students. Creese and Blackledge (2010) 
called for ‘a release from monolingual instructional approaches and advocate teaching 
bilingual children by means of bilingual instructional strategies, in which two or more 
languages are used alongside each other’ (p. 103). In South Africa, Makalela (2013) 
provided examples of the employment of different African languages (Nguni and 
Sepedi) in the classroom in higher education by African students (who were speaking 
Nguni as a mother tongue and learning Sepedi as a second language). The author 
advocated the use of translanguaging as a pedagogic strategy and asserted that such a 
strategy seems to have potential educational advantages in higher education in relation 
to learning African languages.   
 
For the current study, classroom translanguaging is seen as a useful strategy, in which 
two language varieties or more (that are at students’ disposal) are used in the classroom 
in order to support learning, improve understanding and to facilitate communication. 
The concept of translanguaging is helpful in the context of the current study, because 
Arabic-speaking students have access to, broadly speaking, the two main types of 
Arabic, namely, Local Arabic (a composite term comprising their Arabic dialects, 
initially acquired at home, which they used to engage with others for a variety of 
purposes in the classroom and in school more generally) and Standard Arabic, which 
they are learning in school. Translanguaging, as a conceptual framing device, would 
allow us to regard the use of both Arabic varieties in class as a means to help teachers 
and students achieve shared understanding and maximise learning opportunities (as will 
be further explained below). Despite the policy of using only one language in class that 
is adopted by educational systems in the Arab world, some previous studies in a 
Palestinian context (e.g. Amara, 1995) showed evidence of the use of both Local and 
Standard Arabic in the classroom to good effect, which suggests that classroom 
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translanguaging can be considered as part of classroom communication strategy in the 
Arabic context.    
 
There are two main potential educational benefits of classroom translanguaging. First, it 
can enhance and broaden understanding of the lesson being explained (Baker, 2011). 
The second advantage is that it may support learning a weaker language by using the 
stronger one (Baker, 2011). These advantages are consistent with the Vygotskian ‘zone 
of proximal development’ (ZPD; Vygotsky, 1978: 86). ZPD refers to the gap between 
what children can do/achieve without help and what they can do/achieve with 
appropriate help. Assisting students in class encompasses a number of strategies, such 
as teacher’ guidance and working with classmates to solve a problem (Vygotsky, 1978: 
86). Another strategy is using what the child already knows to help him/her to learn new 
aspects of knowledge. That is, learning can be promoted and stretched based on 
children’s pre-existing knowledge. From this perspective, it can be argued that teachers 
can build on what the children already know in their home language or local dialects to 
help them learn another language variety in school. 
 
Three important issues need to be pointed out regarding classroom translanguaging. 
First, the level of proficiency can be an issue in relation to the deployment of it in class. 
Williams (2002, cited in Lewis et al., 2012: 644) argues that classroom translanguaging 
is relatively more useful for children who are reasonably proficient in the two languages 
at their disposal. Second, translanguaging should concentrate more on the students 
rather than the teachers. In other words, students should use the two languages at their 
disposal more than the teachers to maximise what they can attain using both languages 
(Williams, 2003, cited in Lewis et al., 2012: 644). Third, local circumstances should be 
taken into consideration when adopting the concept of translanguaging (Blackledge and 
Creese, 2010). For instance, adopting flexible bilingualism, such as translanguaging, in 
situations where a minority language exists alongside a majority language may lead to 
the marginalising of the minority language (Lewis et al., 2012). 
 
It should be emphasised, however, that the goal of translanguaging is to improve and 
promote learning. Therefore, the two languages used in class should be used in a 
planned way and employed purposefully in relation to learning and teaching; otherwise, 
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the aim of translanguaging might become counterintuitive. For instance, teachers should 
not use one of the two languages in class just because they find it comfortable or easy to 
use without any clear pedagogical advantages. Baker (2011) points out that ‘the teacher 
can allow a student to use both languages, but in a planned, developmental and strategic 
manner, to maximize a student’s linguistic and cognitive capability’ (p. 290). There are 
a number of ways to utilise the two languages in class for educational purposes. For 
example, in relation to enhancing listening and speaking, students can use factual 
information heard in one language and explain the global meaning in another in order to 
deepen their understanding (Lewis et al., 2012). 
 
2.4 Language attitudes towards Standard and Local Arabic 
 
Ryan et al. (1982) state that language attitudes include ‘any affective, cognitive, or 
behavioral index of evaluative reactions toward different varieties or their speakers’ (p. 
7). Based on this definition, language attitudes can be categorised as the: 1) affective 
index, which refers to the emotional reactions and liking or disliking of a particular 
language or its speakers; 2) cognitive index, which pertains to factual information about 
a particular language (e.g. English is a useful lingua franca); and 3) behavioural index, 
which refers to speakers’ actions that represent an attitudinal indicator (Zimbardo and 
Ebbesen, 1970). 
 
Language attitudes are important because, as Baker (1992) points out, ‘the status, value, 
and importance of a language is most often and mostly easily (though imperfectly) 
measured by attitudes to that language’ (p. 10). Language attitudes can be an important 
part of language policy (Cooper and Fishman, 1974; Baker, 1992; Wright, 2004). For 
example, Albirini (2016) reports that many studies in Morocco have suggested that the 
attempt of an ‘Arabicization’ policy that aimed to substitute French with Arabic was not 
successful because of the language attitudes of ‘pro-Moroccan Arabic, pro-French, and 
pro-Berber linguists, activists, opinion-leaders, policymakers, and ordinary people in the 
Moroccan society’ (p. 78). 
 
The majority of studies related to attitudes towards Arabic varieties show the long-
established positive attitudes towards Standard Arabic and negative ones towards Local 
Arabic. Several empirical studies that were conducted in a number of Arab countries 
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(Hussein and El-Ali, 1989; Haeri, 2003; Saidat, 2010; Albirini, 2016) explored Arabic 
speakers’ attitudes towards Standard and Local Arabic and found that the participants 
expressed appreciation of Standard Arabic and showed a tendency to favour it over the 
local dialects. For instance, Hussein and El-Ali (1989) explored 303 Jordanian 
university students’ attitudes towards Standard Arabic and three local Arabic dialects in 
Jordan. The study revealed that the participating students appeared to hold Standard 
Arabic in a deep reverence, unlike the three local dialects. In a more recent study 
conducted by Albirini (2016), Arabic speakers’ attitudes towards Standard and Local 
Arabic were probed using a questionnaire survey7. The participants were 691 college 
students from four different Arabic-speaking countries (Jordan, Morocco, Saudi Arabia 
and Egypt). The findings indicate that the participants appear to hold Standard Arabic in 
high affection and regard, while Local Arabic ‘receives the highest attitudinal scores in 
the behavioral domain’ (p. 96). 
 
The positive attitudes towards Standard Arabic appear to stem from three main factors: 
1) Standard Arabic is closely associated with religion (Feitelson et al., 1993; Palmer, 
2007; Versteegh, 2010), as it is the language of the Qur’an and the language that 
Muslims use to recite their prayers; 2) Standard Arabic is the vehicle for a vast body of 
written Arab heritage, culture and literature (Ferguson, 1959; Feitelson et al., 1993; 
Albirini, 2016); and 3) Standard Arabic is mutually intelligible (to the majority of 
Arabic-speakers) across Arab countries as well as being regarded as symbolic of Arab 
unity and history (Albirini, 2016). On the other hand, Local Arabic is considered (by 
many Arabic speakers and Arab linguists) to be a distorted version of Arabic in spite of 
the fact that it is used in everyday conversation (Al-Toma, 1969; Albirini, 2016). Local 
Arabic is often referred to as a ‘corrupted’ form and viewed as a sign of ignorance (Al-
Toma, 1969; Versteegh, 2001; Albirini, 2016). The Arabic term lahn (incorrect use of a 
language) was frequently used by early Arab grammarians to refer to the forms of 
Arabic that do not follow the grammatical and phonological rules of Standard Arabic 
(Chejne , 1969). What Chejne (1969) reported suggests that the negative attitudes that 
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some Arabic speakers hold towards Local Arabic seem to have existed a long time ago 
and to be rooted in history. 
 
2.5 Early years of education in a diglossic situation 
 
In this section, I review the relevant literature that has discussed the influence of the 
diglossic situation in the Arab world on learning and teaching Standard Arabic, 
especially in the early years of education. 
 
2.5.1 Medium of instruction 
Language, as a carrier of teaching and learning, is fundamental to the learning process 
and its command gives a strong signal of academic success or failure (Maamouri, 1998). 
Stubbs (1983) states that educationalists generally agree that language is a crucial 
element in children learning. Vygotsky (1978) observes that ‘children solve practical 
tasks with the help of their speech, as well as their eyes and hands’ (p. 26). According to 
Vygotsky’s (1978) theory, language is an extension of intelligence and thinking, thereby 
playing a fundamental role in cognition. Language enables the child to create ideas, 
imagine and share his/her knowledge with others. Due to the fact that ‘learning occurs 
in shared situations, language is an important tool for appropriating other mental tools. 
To share an activity, we must talk about that activity’ (Bodrova and Leong, 2007: 13). 
Painter (1996) argues that language can be seen as a resource of thinking. She asserts 
that if what has to be understood by learners are systems of meaning, then it can be 
asserted that language is the most significant learning resource.  
 
It is commonly presumed that Standard Arabic is the language used in learning and 
teaching in education in Saudi Arabia and other Arab countries. Regarding which, 
Habash (2010: 1) contends that ‘MSA is the primary language of the media and 
education’. Similarly, Bassiouney (2009: 159) points out that ‘MSA is used in major 
institutions such as law, education etc.’ In addition, as pointed out in Chapter 1, Article 
24 of Education Policy in Saudi Arabia states that ‘by default, Arabic is the language of 
education in all modules and levels of education’ (Department of Education Policy, 
1995: 5). Whilst the word ‘Arabic’ here does not specify whether it is Standard or Local 
Arabic, officials usually use ‘Arabic’ to refer to Standard Arabic. Bassiouney (2009) 
points out that ‘native speakers and constitutions in Arab countries do not specify what 
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“Arabic” refers to, but it is usually MSA’ (p. 27). In other words, Arabic-speakers 
usually refer to Standard Arabic as ‘Arabic’, while Local Arabic is known as ala’amia 
(see Chapter 1). 
 
Despite the medium of instruction being an important resource in relation to the 
learning process, Amara (1995) highlights that there is a lack of research on the 
coexistence of Standard and Local Arabic in relation to classroom language use. In 
addition, this researcher observes that ‘the issue of Arabic diglossia in the classroom has 
not been studied systematically and scientifically’ (p. 131). Amara’s (1995) study, 
which was conducted in a Palestinian context in three Arab secondary schools, is one of 
the few that explored the types of Arabic used in the classroom using classroom 
observation (over a period of three months). The findings show that Standard Arabic 
was not the only variety used in the classroom and teachers frequently used a mix of 
both varieties in their spoken language. It emerged that teachers’ choices of language 
depended on a number of factors: ‘the subject of the class’, suitability of the language 
used in relation to the topic, ‘and the language the textbooks used’ (Amara, 1995: 139). 
The outcomes of the study lead to questioning of the common assumption that Standard 
Arabic is the only or the main variety used in the classroom. 
 
2.5.2 Difficulties in learning Standard Arabic among Arabic-speaking children  
It is widely reported that many native Arabic-speaking students (including those in 
Saudi Arabia) experience difficulties when learning Standard Arabic and that low 
academic achievement and poor performance is common among students in Standard 
Arabic modules, such as reading and writing (Maamouri, 1998; Altowayan, 2001; 
Alnassar, 2007; Al-Issa, 2009). For example, Al-Issa (2009), who is the current minister 
of education in Saudi Arabia (in 2016), points out that in Saudi Arabia, attainments are 
notably low in Standard Arabic modules, and performance in Standard Arabic is poor at 
all educational levels. Al-Issa (2009: 117) states that students’ abilities in reading, 
writing and self-expression are generally weak. Al-Issa (2009) notes that one of the 
main issues that needs to be focussed on in relation to enhancing the quality of 
education in Saudi Arabia is on teaching Standard Arabic. In addition, the issue of poor 
performance in Standard Arabic as well as low attainment in its modules is often 
discussed in the Saudi media (Altowayan, 2001; Alnassar, 2007). In a Palestinian 
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context, Habib-Allah (1985) examined reading comprehension among Arabic-speaking 
schoolchildren. During this longitudinal three-year study (1981 to 1983), the 
participants were given texts in Standard Arabic chosen from the books they were 
reading in school for reading comprehension and the findings showed that half of the 
students did not understand these texts. 
 
A number of researchers have shed light on the possible link between the difficulties of 
learning Standard Arabic and the diglossic situation (e.g. Al-Toma, 1969; Ayari 1996). 
They argue that language practices in the Arab world (which exemplify the impact of 
diglossia on language learning) seem to pose a difficulty to native Arabic-speaking 
children in terms of learning Standard Arabic. The fact that Local Arabic (which differs 
greatly from Standard Arabic in terms of grammar, phonology and vocabulary) is the 
predominant spoken variety in society, while Standard Arabic is mostly associated with 
formal settings and functions, leads to limited exposure to Standard Arabic as well as a 
lack of practice. Arabic-speaking children are taught Standard Arabic at school, while 
their preschool medium of communication at home is usually Local Arabic (Abu-Rabia, 
2000). For example, Saiegh-Haddad (2005) examined the impact of the diglossic 
situation on preschoolers and Year One children’s reading skills and found that the 
linguistic disparity between Standard and Local Arabic hinders the acquisition of 
reading processes. Moreover, Fedda and Oweini (2012) show that language practices in 
the diglossic situation (and in particular the predominance of Local Arabic in spoken 
language) hinders the Standard Arabic vocabulary growth of Lebanese pupils. 
 
2.5.3 Lack of exposure to Standard Arabic in the preschool period 
In a number of empirical studies, it is argued that it is very common that Arabic-
speaking children grow up in an environment without any or little exposure to Standard 
Arabic before attending primary school (Doake, 1989; Iraqi, 1990; Feitelson et al., 
1993; Ayari, 1996; Abu-Rabia, 2000). For instance, Iraqi (1990; cited in Feitelson et al., 
1993: 72) investigated the preschool exposure to Standard Arabic books in Palestine. 
The participants were 290 Arabic-speaking families. The results of the study showed 
that among those families who told stories to their children, less than two per cent read 
stories in Standard Arabic directly from a book (i.e. they read the Standard Arabic text 
to their children), while the majority of the participating families (which constituted 
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58.2%) told their children stories in Local Arabic that they remembered from childhood. 
Forty per cent of the participating families used the books solely to look at the pictures 
and told their children the story in Local Arabic. Iraqi (1990; cited in Feitelson et al., 
1993: 72) stated that the parents gave two prime reasons for not to read directly from 
the Standard Arabic books: 1) children do not understand the language and 2) children 
think that being read to from the Standard Arabic books is not enjoyable.  
 
It is generally agreed that parents play a crucial role in providing a conducive 
environment to learning literacy skills (Ayari, 1996). However, a number of parents 
lack knowledge of Standard Arabic and therefore this inevitably restricts the amount of 
Standard Arabic that the children are exposed to at home (Ayari, 1996). Iraqi (1990) 
and Ayari (1996) argue that preschool children usually are not exposed to Standard 
Arabic due to the idea that widely exists among teachers and parents in the Arab world 
that preschoolers are not able to understand it (because it is too difficult for them). 
According to Doake (1989): 
 
Very few pre-school children in the Arab world are read to on a regular basis in standard 
Arabic. Instead, parents often translate the standard form of the language used in books to 
the colloquial form, assuming that the former is too difficult and complex for their children 
to understand and use. (p. 8) 
 
A number of researchers (Doake, 1989; Iraqi, 1990; Feitelson et al., 1993; Ayari, 1996; 
Abu-Rabia, 2000) suggest that in order to alleviate the difficulties caused by language 
practices in the diglossic situation in the Arab world, parents, educators and language 
policy makers should attempt to bridge the gap between Standard and Local Arabic in 
terms of practice by exposing children to Standard Arabic materials (such as Standard 
Arabic storybooks) in the preschool years. Regarding which, Iraqi (1990) argues that 
reading stories in Standard Arabic to preschoolers on a daily basis will improve their 
skills in the language. Likewise, Ayari (1996) suggests that preschool children’s early 
exposure to Standard Arabic helps them to enhance learning it at school. Finally, Doake 
(1989) argues that ‘waiting until children enter school before exposing them to standard 




2.5.4 Studies examining the influence of preschool exposure to Standard Arabic  
There is a lack of empirical studies examining the influence of the coexistence of 
Standard and Local Arabic on education (Maamouri, 1998; Khamis-Dakwar, 2005). 
One of the main reasons seems to that politically, culturally and ideologically Standard 
Arabic is highly respected, particularly because it is the language of the Qur’an. 
‘Sometimes the feeling is so strong that [Standard Arabic] alone is regarded as real and 
[Local Arabic] is reported “not to exist”’ (Ferguson, 1959: 329). Arabic speakers might 
say that someone cannot speak ‘Arabic’, which ‘normally means he doesn’t know H 
[Standard Arabic], although he may be a fluent, effective speaker of’ Local Arabic 
(Ferguson, 1959: 329). Thus, research in the majority of linguistic departments in the 
Arab universities has mainly been focused on Standard Arabic, while work related to 
Local Arabic, including the impact of diglossia on education, has generally been 
neglected (Maamouri, 1998). In this subsection, the relevant previous empirical studies 
that have examined the influence of the diglossic situation on children’s learning of 
Standard Arabic are reviewed. 
 
A few empirical studies (e.g. Feitelson et al., 1988; Elley, 1991; cited in Abu-Rabia, 
2000: 149) were conducted with Hebrew-speaking preschoolers in order to examine the 
relationship between reading books to the children in the preschool period and their 
listening comprehension and storytelling performance in Hebrew in Reception and Year 
One. The findings show that exposure to books had positive effects on the performance 
of the experimental group who did better than the control group (who were not exposed 
to books in the same period) in terms of listening comprehension to literary language, 
and also they used a wider lexicon and more complex phrases in the stories they told. 
Abu-Rabia (2000) argues that these studies suggest that a similar method could be 
implemented for Arabic to ‘bridge the oral/literacy gap’ (p. 149). 
 
In a Palestinian context, Iraqi (1990) investigated whether preschool exposure to 
Standard Arabic stories (through storybooks) had an influence on children’s Standard 
Arabic listening comprehension and storytelling performance using a pretest-posttest 
design. The children were divided into experimental and control groups and pretested in 
listening comprehension and speaking (storytelling). Then, the experimental group was 
exposed to stories in Standard Arabic for 15-20 minutes a day for five months, while the 
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control group was exposed only to Local Arabic during the same period. The children 
then took a posttest in the two focal linguistic skills. The findings showed that the 
experimental group outperformed their counterparts in terms of listening comprehension 
and performance in storytelling. The study suggests that systematic exposure to 
Standard Arabic improves children’s listening comprehension and speaking skills. Iraqi 
(1990) used these findings to argue that preschoolers can understand Standard Arabic if 
they have the chance to experience it. 
 
Iraqi’s study (1990) motivated Abu-Rabia (2000), who then carried out a study in 
Palestine to investigate the effects of preschool exposure to Standard Arabic on 
children’s reading comprehension in Year One and Year Two. The participants were 
282 Year One and Year Two native Arabic speakers. They were separated into an 
experimental group (144 students) and a control group (138 students). The children in 
the experimental group were exposed to Standard Arabic in the preschool period, while 
the control group was exposed only to Local Arabic during the same period. At the end 
of Year One and Year Two, the children did a reading comprehension test to evaluate 
the effect of preschool exposure to Standard Arabic. The findings showed that the 
students who were exposed to Standard Arabic generally did better than the control 
group.  
 
2.6 Child language development 
 
A lively discussion on the way in which children acquire their first languages has been 
the central focus in cognitive science for over fifty years (Chomsky, 1957; Elman et al., 
1996; Bates and Goodman, 1999; Crain and Lillo-Martin, 1999; Owens, 2012). There 
are several approaches aimed at providing a conceptual framework to explain child 
language development. For the current study, individual language development is 
viewed as a process that emerges from the interaction of bio-cognitive processes and the 
social and material environment (i.e. an Emergentist perspective, Ellis, 1998; 
MacWhinney, 1999; Tomasello, 2003). Under the Emergentist framework perspective, 
the crucial roles in the process of language acquisition played by both children and 
adults (such as the parents) are acknowledged as well as the role of the home, the 
preschool environment and society in general (Shiel et al., 2012). Moreover, the 
Emergentist framework concentrates on ‘the language acquisition process… rather than 
  
48 
language acquisition device’ (Ellis, 1998: 644). It is argued that a full comprehension of 
language cannot be gained from only one particular subject or discipline, for this can be 
viewed as: 
 
A genetic inheritance, a mathematical system, a social fact, the expression of individual 
identity, the expression of cultural identity, the outcome of a dialogic interaction… We do 
not have to choose. Language can be all of these things at once (Cook and Seidlhofer, 1995: 
4). 
 
2.6.1 The importance of the preschool period to language development 
The preschool period is considered a crucially important time for phonological and 
syntactic knowledge as well as lexical acquisition. ‘Due to the remarkable and rapid 
developments which take place in spoken language during the pre-school years, 
evidence of language growth during this period is not difficult to mark’ (Shiel, 2012: 
16). Owens (2012) states that in the preschool period, children develop their language 
quickly, and move from simple and multi-word utterances to producing an adult-like 
language. Owens (2012: 228) explains that by the age of three, lexical growth of 
children considerably increases and children at this age can ‘use an expressive 
vocabulary of 900 to 1000 words’. Moreover, it is believed that children learn about 
five new words every day between the ages of 16 months and six years (Owens, 2012: 
252). Between the ages of three and four, children develop their syntactical skills, in 
which they use more complex sentences (Hoff, 2009). By the age of four, preschoolers 
develop their conversational skills (Owens, 2012). After the age of four, children 
continue developing their linguistic skills in different domains, displaying development 
in pronunciation, structure of sentences, and lexicon (Hoff, 2009; Owens, 2012). For 
instance, by the age five, children acquire most speech sounds, although some children 
can still have difficulties in producing some consonant sounds (Owens, 2012). 
Preschoolers expand their vocabularies through storybooks that they hear from parents 
(Owens, 2012). Similarly, a number of studies suggest that reading stories to 
preschoolers on a daily basis assists them in improving their reading, speaking and 





2.6.2 Sensitive period 
The ‘sensitive period’ is a concept that was coined by the Dutch geneticist Hugo de 
Vries and later applied by the Italian educator Montessori (1936, 1948) to refer to 
significant periods of child development (Standing, 1957). Montessori (1936; 1948) 
believes that the first five years of individuals are highly crucial and formative for both 
mental and physical development. Montessori (1936) argues that the sensitive period 
starts from birth until the child reaches the age of five. During this period the child is 
remarkably sensitive to vocal sounds. She argues that in the first few years of life, the 
child is specifically receptive to particular stimuli. ‘A particular sensitivity toward 
something lasts only until a necessary need is fulfilled. These periods are perhaps most 
easily seen in the stages of walking and talking’ (Hainstock, 1997: 6). Prevention of 
language exposure during this sensitive period can result in serious language defects 
(Lillard, 1972). 
 
2.7 Position and focus of the current study 
 
The primary focus of the current study is to explore whether language practices in 
Riyadh (which is a diglossic situation) influence learning and teaching Standard Arabic 
in school. More specifically, building on the literature discussed in this chapter, the 
current study has five main foci/objectives.  
 
First, in several studies (e.g. Doake, 1989; Iraqi, 1990; Ayari, 1996; Abu-Rabia, 2000) it 
is argued that it is very common for Arabic-speaking children to grow up in an 
environment without any or with limited exposure to Standard Arabic. I believe there is 
a lack of published studies that provide empirical data to support that claim. The 
commonly cited study that provided empirical data, in relation to preschool exposure to 
Standard Arabic, is that carried out by (Iraqi, 1990), in which one type of preschool 
exposure (namely, exposure to Standard Arabic through books) was explored in a 
Palestinian context. For the current study, the types of Arabic children experience 
before entering the school system and some family factors (i.e. parents’ level of 
education and monthly incomes) that might influence these experiences are explored in 




Second, another aim of this study is to examine the link between preschool language 
experiences and the children’s oral linguistic skills in Year One. As discussed earlier, a 
number of researchers (Iraqi, 1990; Feitelson et al., 1993; Ayari, 1996; Abu-Rabia, 
2000) suggest that in order to alleviate the difficulties caused by language practices in 
the diglossic situation in the Arab world, children need to experience Standard Arabic 
books before attending primary school. Iraqi (1990) and Abu-Rabia (2000) carried out 
empirical studies in a Palestinian context to investigate the influence of preschool 
exposure to Standard Arabic on children’s Standard Arabic performance in Year One, 
and they found that exposure to this variety did have positive effects on children’s 
performance in it. One of the goals of the current study is to explore the influence of 
preschool language experiences on Year One pupils’ oral linguistic skills in a Saudi 
context. 
 
Third, it is commonly presumed that Standard Arabic is the only or the main language 
used in learning and teaching in public and private schools in Saudi Arabia and other 
Arab countries. Amara (1995) points out that there is a lack of research exploring the 
influence of language practices in the diglossic situation on classroom language use. 
Thus, another part of the current study is aimed at exploring the types of Arabic used in 
the classroom, the functions associated with each type of Arabic and the rationale 
behind the choices of language. 
 
Fourth, the participants’ language attitudes towards Standard and Local Arabic as well 
as whether or not these attitudes are reflected in their language practices are 
investigated. 
 
Fifth, drawing on the answers for the previous questions, there is examination of how 
local language practices in the diglossic situation influence the learning and teaching of 
Standard Arabic. 
 
Through this study, I address the following five research questions: 
1. What types of Arabic children who live in Riyadh (which is a diglossic 
situation) are reported to have been exposed to in the preschool period? 
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2. Do preschool language experiences have an influence on students’ oral linguistic 
skills in Year One? If yes, how? 
3. What types of Arabic are used by the participating teachers and students in the 
classroom, and how are they used? 
4. What language attitudes do teachers and parents hold towards Standard and 
Local Arabic? Are these attitudes reflected in their language practices? 
5. Overall, does the diglossic situation have an influence on children when they 




In this chapter, I have discussed the concept of diglossia, which pinpoints the 
connection between Standard and Local Arabic. Ferguson (1959) argues that Arabic 
speakers use Standard and Local Arabic in different contexts, with the former being 
associated with formal contexts, such as university lectures and news broadcasts, whilst 
the latter is used in informal contexts, such as exchanges with the family. Albirini 
(2011, 2016) proposes a useful modification to transcend the static nature of Ferguson’s 
model, in which he suggests that Arabic speakers usually use Standard and Local 
Arabic for different social and pragmatic functions, and thus, speakers are likely to use 
both varieties in the same context and the same stretch of discourse, but mostly for 
different functions. This led to the discussion of two perspectives that can account for 
the use of two languages (or more) in communication; namely, code-switching (in 
which people alternate between two languages or more in the same stretch of discourse) 
and translanguaging (in which speakers draw on whatever linguistic resources they have 
access to in order to facilitate communication and gain understanding). This chapter has 
shown that there are different interpretations in relation to the concept of 
translanguaging – the one that I adopt in this study is classroom translanguaging, which 
is viewed as a pedagogical principle (cf. Baker, 2011), and I will draw on the concept of 
classroom translanguaging in this study rather than code-switching, because classroom 
translanguaging concentrates on the process of drawing on more than one language in 
class for educational purposes, which suits the aim and focus of my study and is also 




This chapter has shown that it is widely reported that many Arabic-speaking children 
(including students in Saudi Arabia) experience difficulties when learning Standard 
Arabic and that low achievement and poor performance is common among students 
taking modules in the language (Ayari 1996; Maamouni 1998; Al-Issa, 2009). A 
number of previous studies have linked this to the local language practices in the Arab 
world (which exemplifies the impact of diglossia on language learning). The fact that 
Local Arabic is the predominant spoken variety in society while Standard Arabic is 
mostly associated with formal functions or situations, results in a limited preschool 
exposure to Standard Arabic as well as a lack of practice of this variety during this 
period (e.g. Al-Toma, 1969; Ayari 1996). In several studies (e.g. Iraqi, 1990; Feitelson 
et al., 1993; Ayari , 1996) it has been proposed that in order to alleviate the difficulties 
caused by language practices in the diglossic situation in the Arab world, children need 
to experience Standard Arabic books before attending primary school. Iraqi (1990) and 
Abu-Rabia (2000) carried out empirical studies in a Palestinian context to investigate 
the influence of preschool exposure to Standard Arabic books on children’s 
performance in the language in the early years of school, and found that exposure to 
these books did have positive effects on their performance; enhancing their linguistic 
skills in relation to listening, reading and speaking. 
 
It has been shown in this chapter that it is commonly presumed that Standard Arabic is 
the only or main language used in learning and teaching in education in Saudi Arabia 
and other Arab countries. However, there is a lack of research in relation to the issue of 
actual language use in school and in education more generally in the Arab world 
(Amara, 1995; Maamouri, 1998). In a Palestinian context, Amara (1995) conducted an 
empirical study using observation, and the findings revealed that Standard Arabic was 
not the only variety used in the classroom, in fact, teachers mostly used a mix of both 
Arabic varieties. Thus, Amara (1995) used these findings to question the common 
presumption that Standard Arabic is the only language used in education. The notion of 
language attitudes has also been discussed in this chapter. Previous studies have shown 
that Arabic speakers usually hold long-established positive attitudes towards Standard 
Arabic, and negative ones towards Local Arabic. These attitudes appear to stem from 




It has also been pointed out in this chapter that for the current study individual language 
development is viewed as a process that emerges from the interaction of biological 
processes and the social and material environment (i.e. an Emergentist perspective). It 
has also been shown that the preschool period is highly crucial for child language 
development. In the next chapter, the methodology adopted for the current study as well 
as the approaches employed to analyse the data collected are explained and justified.  
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Chapter 3 Methodology 
3.1 Introduction 
 
The goal of this chapter is to outline the methodological design adopted for this study. I 
explain in this chapter the methods that I employed to collect and analyse the data and 
how these methods help to achieve the aims of the current research. I start the chapter 
by explaining the design of my research (Section 3.2). This is followed by outlining the 
research questions in relation to the methods used in Section 3.3. In Section 3.4, I 
discuss the research methods that I employed to collect the data and their connection to 
the focus of this study. Information about the participating schools as well as the data 
collection is provided in Section 3.5, while ethical considerations are addressed in 
Section 3.6. In Section 3.7, I explain the methods I drew on to analyse the data and 
justify why I employed them in my study. The method adopted for translation purposes 
is briefly discussed in Section 3.8, whereas Section 3.9 provides a summary of this 
chapter. 
 
3.2 Research design: mixed methods  
 
In recent years, the use of mixed methods research has become more popular in social 
science and there has been a growing interest in considering mixed methods as a 
separate design alongside quantitative and qualitative approaches (Tashakkori and 
Teddlie, 1998; Creswell, 2014). Mixed methods research concentrates on ‘collecting, 
analyzing, and mixing both quantitative and qualitative data in a single study or series 
of studies’ (Creswell and Plano Clark, 2007: 5). Quantitative research can be broadly 
defined as ‘a research strategy that emphasizes quantification in the collection and 
analysis of data’ (Bryman, 2012: 35). In contrast, qualitative research is ‘a research 
strategy that usually emphasizes words rather than quantification in the collection and 
analysis of data’ (Bryman, 2012: 36). The central principle of mixed methods design 
lies in the fact that employing qualitative and quantitative methods provides a thorough 
understanding of the phenomenon under investigation that is more so than either 
approach alone could gain (Creswell and Plano Clark, 2007: 5). This premise that mixed 
methods can obtain richer data is supported by the following arguments. 
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• The combination of qualitative and quantitative methods helps to minimise the 
limitations of each approach, allows the researcher to benefit from the 
advantages of both methods, and thus, strengthens the overall design. Whilst 
quantitative methods, such as questionnaires, allow for the collection of a large 
amount of data in a comparatively short time, they often provide rather 
superficial information (Gillham, 2007; Dörnyei and Taguchi, 2010). Hence, 
accompanying questionnaires with follow-up interviews will help provide more 
in-depth data because interviews can probe deeply into the issue of interest and 
explore the less overt aspects (Cohen et al., 2007; Gillham, 2007; Creswell, 
2014). 
• Drawing on different research tools and techniques (e.g. questionnaires, 
observations, interviews and language assessments) helps to explore a complex 
issue thoroughly, in my case, the influence of the diglossic situation on the 
learning of Standard Arabic. In other words, different research methods provide 
different types of data and thus broaden an understanding while helping to build 
up a detailed picture of the phenomenon under investigation. 
• A mixed methods approach allows for different types of questions to be 
addressed. While quantitative methods (such as questionnaires) can provide 
answers to ‘what’ questions (such as ‘what types of Arabic are Arabic-speaking 
children exposed to in the preschool period?), qualitative methods can answer 
‘why’ and ‘how’ questions, such as ‘how is language used in class?’ or ‘why do 
teachers use a particular type of Arabic in class?’. 
 
3.3 The connection between the theoretical perspectives and the chosen methods 
 
The current study is aimed at addressing the following five research questions: 
1. What types of Arabic children who live in Riyadh (which is a diglossic 
situation) are reported to have been exposed to in the preschool period? 
2. Do preschool language experiences have an influence on students’ oral linguistic 
skills in Year One? If yes, how? 
3. What types of Arabic are used by the participating teachers and students in the 
classroom, and how are they used? 
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4. What language attitudes do teachers and parents hold towards Standard and 
Local Arabic? Are these attitudes reflected in their language practices? 
5. Overall, does the diglossic situation have an influence on children when they 
start learning Standard Arabic in Year One? If yes, how? 
 
In order to address the research questions, I utilised both qualitative and quantitative 
methods (see Table 3.1). As pointed out in Chapter 2, the preschool period is crucially 
important for language development. However, several previous studies (e.g. Doake, 
1989; Iraqi, 1990; Ayari, 1996) have shown that many Arabic-speaking children lack 
exposure to Standard Arabic during this crucial period, due to the predominance of 
Local Arabic in the Arab world (including Saudi Arabia). Consequently, I used a 
questionnaire survey (see Subsection 3.4.1) as well as interviews (see Subsection 3.4.3) 
in order to find out whether or not this is the case for the children in my research 
context and to explore the type/s of Arabic that the children are reported to have 
experienced before entering the school system (i.e. to address the first research 
question). In addition, it has been argued in a number of past studies (e.g. Iraqi, 1990; 
Abu-Rabia, 2000) that exposure to Standard Arabic in the preschool period has positive 
effects on students’ Standard Arabic performance in Year One (see Subsection 2.5.4). 
Hence, I carried out listening and speaking activities (see Subsection 3.4.4) to address 
the second research question (i.e. to examine the connection between the children’s 
listening and speaking abilities and their preschool language experiences and practices, 
which were explored through the use of questionnaires). 
 
It was also pointed out in Chapter 2 that the Saudi education system has adopted a 
monolingual policy (the use of only one language for medium of instruction in class). It 
is often presumed that Standard Arabic is the main or the only language used in learning 
and teaching in public and private schools in the Arab world (including Saudi Arabia; 
see Subsection 2.5.1). However, as discussed in Section 2.3, speakers in a diglossic 
situation can (and most likely do) use more than one language variety in the same 
stretch of discourse. Accordingly, I conducted classroom observations (see Subsection 
3.4.2) and interviews with the teachers (see Subsection 3.4.3), to address the third 
research question. That is, to explore the ways in which other varieties of Arabic were 
used in class by both the teachers and students and to investigate whether the classroom 
language use in the current study is consistent with the Saudi language policy or 
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whether the observed language practices could be understood drawing on the theoretical 
approaches on the use of more than one language in communication, as discussed in 
Chapter 2. Furthermore, the observation and interview data are examined in order to 
explore how the diglossic situation in Saudi Arabia has an impact on teachers and 
students’ classroom language use. 
 
Previous studies (e.g. Saidat, 2010; Albirini, 2016) have shown that many Arabic 
speakers hold positive attitudes towards Standard Arabic and negative ones towards 
Local Arabic (see Section 2.4). Through the use of questionnaires, interviews and 
classroom observations, I tried to address the fourth research question pertaining to 
exploring the attitudes towards Standard and Local Arabic that were held by the 
teachers and parents, and whether or not these were reflected in their language practices. 
 
Table 3.1 Types of data collected in relation to the research questions 
Research 
questions Types of data to address the question 
RQ 1 Questionnaires (distributed in 4 primary schools) and interviews with 28 
parents 
RQ 2 Questionnaires and language assessments 
RQ 3 Classroom observations and interviews with 10 teachers 
RQ 4 Questionnaires (sent out to the participating parents), interviews with the parents and teachers, and classroom observations 
RQ 5 Drawing on all the above 
 
3.4 Research methods 
 
3.4.1 Questionnaire survey 
Questionnaires can be defined as ‘any written instruments that present respondents with 
a series of questions or statements to which they are to react either by writing out their 
answers or selecting from among existing answers’ (Brown, 2001: 6). I used a 
questionnaire survey for this study because it is one of the efficient methods that can be 
used to obtain information about what people have done in the past (such as their 
language practices) as well as about what they think at present (such as their language 
attitudes; Dörnyei and Taguchi, 2010: 5). A questionnaire survey is an effective tool 
that can serve one of the goals in this study, namely, to address the first research 
question. The questionnaires were sent to a number of Year One children’s parents in 
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order to explore the types of Arabic that their children experienced before entering the 
school system. The questionnaires also helped to investigate some family factors that 
might have influenced these experiences, such as the parents’ level of education. 
 
The questionnaires used in this study were ‘structured questionnaires’, in which ‘the 
researcher determines the questions that are asked and the range of answers that can be 
given’, such as multiple-choice items (Gillham, 2007: 2). The main advantages of using 
questionnaires can be summarised as that they save the researcher’s time, effort and 
money (Dörnyei and Taguchi, 2010: 6). Indeed, using questionnaires can save time and 
effort in collecting and analysing the data; researchers can collect a quite large number 
of responses in a relatively short time, and the analysis of structured questionnaires 
tends to be less time consuming in comparison to analysing qualitative data, such as 
interview or observation data, ‘especially by using some modern computer software’ 
(Dörnyei and Taguchi, 2010: 6). Gillham (2007: 6) adds two further advantages of using 
questionnaires: the first is that respondents can fill in the questionnaires at their 
convenience, and thus, there is ‘less pressure for an immediate response’ unlike with 
interviews; and the second is that questionnaires ‘can provide suggestive data’ when 
using, for example, inferential statistics. 
 
On the other hand, questionnaires have a number of potential disadvantages/challenges, 
which are summarised in Table 3.2. I have divided the potential drawbacks into three 
main categories, those related to: 1) questionnaire development, 2) the responses (data), 
and 3) the respondents. The negative aspects of questionnaires (outlined in Table 3.2) 
were borne in mind when developing, collecting and reporting the questionnaire data. In 
fact, such awareness of the potential drawbacks of the questionnaires helps in the 
development of a good questionnaire because a number of these disadvantages ‘can be 
quite easily avoided or mitigated; a few you have just to live with’ (Gillham, 2007: 14). 
The questionnaire for this study was carefully developed in order to avoid any defects in 
relation to questionnaire development (disadvantages 1-3; Table 3.2). Moreover, before 
devising the questionnaire, I paid close attention to the relevant literature in relation to 
questionnaire development (e.g. Brown, 2001; Gillham, 2007; Dörnyei and Taguchi, 
2010). I carefully designed a relatively short questionnaire that included questions that 
were piloted in order to be clear and simple as possible (as will be explained further in 




Table 3.2 Main disadvantages/challenges of using questionnaires 
Category Disadvantages/challenges 
Disadvantages/challenges 
related to questionnaire 
development 
 
1. Questionnaires can be easily ill-developed (Gillham, 2007; Dörnyei 
and Taguchi, 2010). Questionnaires are often presumed to be easy to 
develop and thus they ‘invite carelessness’ (Gillham, 2007: 11). 
2. ‘The need for brevity and relatively simple questions’ (Gillham, 2007: 
10). Developing a questionnaire that is long and/or lacks simplicity (in 
relation to questionnaire questions) is indeed problematic. As Dörnyei 
and Taguchi (2010) point out, ‘if a questionnaire is too long or 
monotonous, respondents may begin to respond inaccurately as a result 
of tiredness or boredom’ (p. 9). 
3. ‘Misunderstanding cannot be corrected’ (Gillham, 2007: 10). 
Disadvantages related to the 
responses (data) 
4. Usually low return rate unless the sample is ‘captive’ (Gillham, 2007: 
9). A ‘captive group’ refers, for example, to students in the classroom or 
researchers at a conference hall and so on, for which the response rate 
can reach 100% (Gillham, 2007: 9). 
5. The quality of responses might greatly differ from one respondent to 
another depending on how careful the respondents are and how much 
time they choose to spend on completing the questionnaire (Hopkins et 
al., 1990). Participants might omit some questions ‘either by mistake or 
because they did not like them’ (Dörnyei and Taguchi, 2010: 7). 
6. Questionnaires often provide simple and superficial data (Dörnyei and 
Taguchi, 2010). Consequently, Moser and Kalton (1971) contend that a 
questionnaire alone is not a suitable method for detailed investigation of 
a particular issue. Similarly, Bryman (2012: 234) states that ‘there is no 
opportunity to probe respondents to elaborate an answer’ unlike 
interviews. 
7. Owing to the fact that questionnaires occur after the event, 
respondents might forget important issues, and thus, might provide 
rather inaccurate responses (Dörnyei and Taguchi, 2010). 
Disadvantages related to 
respondents 
8. ‘Problems of motivating respondents’ (Gillham, 2007: 10). Few 
participants are highly motivated to complete questionnaires unless they 
‘see it as having personal relevance… or related to a topic of real 
importance’ (p. 10). 
9. ‘Respondent literacy problems’, whereby some respondents might not 
have the literacy ability to complete the questionnaires (Dörnyei and 




A number of factors might have helped to raise the quantity and quality of questionnaire 
responses in my study (in relation to disadvantages 4, 5 and 8; Table 3.2), which were 
as follows. 
• Respectable sponsorship. One of the factors that can increase quality and 
quantity of the questionnaires is the fact that the research is sponsored by ‘an 
organization that is esteemed highly by the respondents’ (Dörnyei and Taguchi, 
2010: 74). In my case, the study was approved by the Ministry of Education in 
Saudi Arabia (Reference number: 11/35555037) and the PhD was being 
undertaken at King’s College London (and these facts were explained in the 
information sheet to the participants). This probably helped to enhance the status 
of my research, and thus, led to a higher quality of responses and greater 
quantity than were it otherwise. 
• The aim and importance of the questionnaire. As explained in Table 3.2 
(disadvantage 8), respondents might not be highly motivated to fill out the 
questionnaires unless it is connected to a topic of interest (from the participants’ 
point of view; Gillham, 2007). I believe that the questionnaire touches on an 
important topic that concerns parents (who were the target population) in Saudi 
Arabia, and thus, would have stimulated their interest. As explained in Chapter 
2, students in Saudi Arabia generally face difficulties when learning Standard 
Arabic in school and this topic is widely discussed in the Saudi media (see for 
example Altowayan, 2001; Alnassar, 2007). The questionnaire explored one of 
the factors that could have an effect on learning Standard Arabic, namely, 
preschool language experiences, and this was explained to those participating on 
the information sheet provided. 
• The layout and style of the questionnaire play a role in attracting the participants 
(Dörnyei and Taguchi, 2010: 77). Therefore, I made every effort to carefully 
design a questionnaire that looks professional and short (more details on the 
questionnaire design are provided in Chapter 4, Section 4.3). 
• Roberts et al. (2000) suggest that incentives can increase the response rates to 
questionnaires. Accordingly, Muijs (2004: 43) recommends researchers to 
‘provide a reward for completion’ in order to increase responses. Hence, in order 
to encourage the children to bring the questionnaire back, it was explained that 




I agree that a thorough understanding of a particular issue cannot often be gained using 
only questionnaires (Dörnyei and Taguchi, 2010; disadvantage 6, Table 3.2). In order to 
address this, follow-up interviews were conducted with a number of the respondents to 
supplement the questionnaire data with more details and for clarification (see 
Subsection 3.4.3). Moreover, the questionnaires sought mainly to gather information 
about the types of Arabic the children experienced before entering school and 
questionnaires are well suited to elicit this type of information (Dörnyei and Taguchi, 
2010), while more complex data, such as reasons and explanations, were explored using 
the follow-up interviews. Further, as Gillham (2007) argues, questionnaires are not very 
useful when they are used as the only method in a study, because they are ‘of most 
value when used in tandem with other methods’ (p. 2). In the current study, 
questionnaires were used as one of the methods to explore preschool language 
experiences, while other methods (i.e. classroom observations and language 
assessments) were also employed to investigate students’ oral linguistic abilities. 
 
The questionnaires gathered information about: 1) the participating families’ 
backgrounds, 2) preschool language experiences, 3) spoken language at home, 4) 
attendance at preschool and 5) parents’ views on learning and exposure to Standard 
Arabic before attending primary school. The questionnaire was administered in Arabic, 
contained four pages and took (based on the pilot study) around 10-15 minutes to 
complete. Dörnyei and Taguchi (2010) argue that questionnaires should not exceed 
four-page limit and should take no more than 30 minutes to complete (only in 
exceptional circumstances can it take longer) because, as explained in Table 3.2, too 
long questionnaires tend to demotivate respondents in relation to completing them 
(Gillham, 2007; Dörnyei and Taguchi, 2010). The questionnaire consisted of 47 items, 
which included questions and statements. The format of 43 items was ‘closed 
questions’, where the ‘question is one where the possible answer is predetermined’, 
such as multiple-choice items (Gillham, 2007: 4). Dörnyei and Taguchi (2010) point out 
that most questionnaires contain only closed questions. Only four items were ‘specific 
open questions’, which Dörnyei and Taguchi (2010: 37) define as those that ‘ask about 
concrete pieces of information, such as facts about the respondent’, for instance, ‘How 




I used closed items for three main reasons:  
• Such a format is easier for the respondents, and thus, encourages them to 
complete the questionnaire (Gillham, 2007), whereas in contrast open questions 
tend to demotivate respondents (Sudman and Bradburn, 1983); 
• Analysing closed items is considerably easier and far less time consuming than 
with open items (Gillham, 2007; Dörnyei and Taguchi, 2010); 
• The process of coding closed items is objective ‘and leaves no room for rater 
subjectivity’ (Dörnyei and Taguchi, 2010: 37). 
 
Robson (2002) argues that ‘the desire to use open-ended questions appears to be almost 
universal in novice researchers, but is usually rapidly extinguished with experience’ (p. 
245). 
 
With regards to the closed items, two types were used, namely, multiple-choice and 
Likert scales8. The majority of the items were in multiple-choice format. Likert scales 
were used to explore the respondents’ opinions, in relation to learning and experiencing 
Standard Arabic in the preschool period, such as Item 41: 
 
41. Children should start learning Standard Arabic at the age of 4-5  
ο Strongly agree     ο Agree           ο Neutral            ο Disagree              ο Strongly disagree 
 
More details on the questionnaire design and content are provided in Chapter 4 (Part 
One).  
 
3.4.2 Classroom non-participant observation 
One of the main methods that I employed to collect the data for the current study is 
classroom observation. Observation can be generally defined as the ‘process of learning 
through exposure to or involvement in the day-to-day or routine activities of 
                                                
8
 Likert scales contain a number of statements in which the participants ‘are asked to indicate the extent 
to which they agree or disagree with these items by marking (e.g., circling) one of the responses ranging 
from “strongly agree” to “strongly disagree”’ (Dörnyei & Taguchi, 2010: 27). 
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participants in the research setting’ (Schensul and LeCompte, 2013: 83). Gold (1958) 
describes the degree of participation as a continuum, varying from complete 
involvement in the setting, where the observer is a full participant, to complete 
disengagement, where the observer is a bystander. With respect to this, I took the role of 
a low-key observer so as to minimise any possible disruption to the natural teaching 
environment. This role suits the goal of this study because I wanted to explore the types 
of Arabic used in class as they naturally occurred without any intervention. 
 
Classroom observations were carried out to address the third research question 
pertaining to exploring the types of Arabic used in the classroom by both teachers and 
students and how these types were used. Classroom observation suits this purpose 
because it allows the researcher to gain a close and detailed account of a particular 
group of participants and their practices through observing them in their natural 
environment (cf. Tonkin, 1984). A further reason for using classroom observation in 
this study is that it allows researchers to gather firsthand data, that is, it permits for the 
recording of the practices as they happen instead of relying on individuals’ reports of 
their past or anticipated behaviour (Tusting and Maybin, 2007: 578). Cohen et al. 
(2007) remark that observation offers researchers the chance to collect ‘“live” data from 
naturally occurring social situations’ (p. 396). Consequently, observations are able to 
obtain authentic and valid data because of ‘the use of immediate awareness, or direct 
cognition, as a principal mode’, unlike ‘mediated or inferential methods’ (Cohen et al., 
2007: 396). 
 
The observation of this study was semi-structured, whereby the data were collected to 
illuminate some issues related to classroom language use ‘in a far less predetermined or 
systematic manner’ than with structured-observation (Cohen et al., 2007: 397). Wragg 
(2012) points out that one of the main challenges faced by both experienced and 
inexperienced observers is ‘the matter of deciding what should be the focus of attention. 
So much happens in classrooms’ (p. 4). Because of the purpose and focus of my 
research, I did not pay attention to everything going on in the lessons, but rather, the 





I used audio recordings to record the observed lessons. Using these allowed for 
gathering more natural data compared to video recordings because the latter can be 
intrusive, and hence, distracting for the participants, whilst audio recording involves 
virtually no physical presence and is static (it does not involve movement; unlike a 
camera). Audio recording was used to record naturally occurring teaching and learning 
activities in the classroom. Naturally occurring events can be defined as activities ‘that 
would have occurred regardless of whether the researcher had come upon the scene’ 
(Psathas, 1995: 45). To ensure high-quality recordings, I used two Sony audio recorders 
in the classroom when whole-class instruction was taking place; one was placed at the 
front of the class and the other at the back so as to cover the entire classroom. I used 
Sony recorders because they have a high-sensitivity microphone that is suitable for 
high-quality recording of classroom activities – they can pick up speakers who are 
standing at a distance. They also have a background noise reduction feature to reduce 
unwanted sound. The recorded data provided the study with evidence and examples of 
the participants’ language use in the classroom. 
 
I also used field notes, which are defined as ‘accounts describing experiences and 
observations the researcher [makes] while observing in an intense manner’ (Emerson et 
al., 1995: 43). Field notes provided a written record, which reinforced the process of 
analysing the data that took place several months after the observations were conducted 
(Dörnyei, 2007). The field notes also helped to contextualise issues related to what I 
recorded using the audio recorders (Duranti, 1997). These field notes ‘consist of brief 
descriptions in note form of key events that occurred throughout the lesson. They 
provide a summary of the lesson as a whole’ (Richards and Farrell, 2011: 95). In 
addition to the audio recording and field notes, I took photographs of what was 
presented/written on the whiteboard during the lessons as well as what the children 
wrote in their textbooks/notepads in order to record the written discourse that was used.  
 
3.4.3 Semi-structured interviews 
Kvale and Brinkmann (2009: 3) simply define an interview as ‘a conversation that has a 
structure and a purpose’. Frey and Oishi (1995: 1) define it as ‘a purposeful 
conversation in which one person asks prepared questions (interviewer) and another 
answers them (respondent)’. I interviewed 28 parents in order to address the first and 
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fourth research questions, while interviews were conducted with several teachers to 
provide information in relation to the third and fourth research questions. I used 
interviews as one of the methods in this study because they can provide in-depth 
information about the topic (Weiss, 2008; Bryman, 2012). They also provide the space 
for the participants to reflect and reason on different topics (Kvale and Brinkmann, 
2009). Such a feature suits one of the key concerns of this study, that of providing the 
reasons and explanations for the participants’ language practices (for example, the 
interviews could uncover the underlying reasons for the teachers’ choices of language in 
class). Furthermore, interviews can be carried out to investigate attitudes and 
motivations (Kvale, 2008). Accordingly, I employed them in this study in an attempt to 
explore language attitudes held by the parents and teachers towards Standard and Local 
Arabic, and the motivations behind their language practices. 
 
One of the considerable advantages of interviews is that they can be conducted in 
tandem with other types of data in order to provide a deeper understanding of the issues 
being explored (Gillham, 2007; Creswell, 2014). As explained earlier, follow-up 
interviews were conducted with a number of the participating parents who completed 
the questionnaires in order to complement the latter with more details and explanations 
to enrich the data. Moreover, Patton (2015) points out that ‘observations provide a 
check on what is reported in interviews; interviews, on the other hand, permit the 
observer to go beyond external behaviour to explore feelings and thoughts’ (p. 390). I 
interviewed the participating teachers (who were responsible for teaching the pupils in 
the observed lessons) to obtain information that could not be elicited using the 
observations (namely, the rationale behind teachers’ choices of language in class, their 
opinions on classroom language use and their language attitudes). The combination of 
the interviews and other sets of data (i.e. classroom observations and questionnaires) 
helped to obtain a complete picture of the phenomenon under investigation. 
 
The interviews that I carried out in this study were semi-structured, which refers to ‘a 
series of questions that are in the general form of an interview schedule but [the 
interviewer] is able to vary the sequence of questions’ (Bryman, 2012: 212). In semi-
structured interviews, the researcher also can ask further questions depending on the 
response of the interviewee (Bryman, 2012: 212). I used semi-structured interviews in 
this study because they provided me with ‘considerable flexibility over the range and 
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order of questions within a loosely defined framework’ (Wellington, 2000: 74). A good 
way to thoroughly explore a complex issue is through interviewing, and thus, I used the 
semi-structured format because it is flexible. That is, whilst it has a clear focus, it also 
allows the researcher to ask further questions depending on the responses, which in turn, 
gives the respondents leeway to speak more. Rich and detailed answers cannot be 
obtained by using only completely predetermined and fixed questions (Bryman, 2012). 
Bryman (2012) points out that researchers in semi-structured interviews are interested in 
the participants’ own perspectives and opinions, while in structured-interviews, ‘the 
interview reflects the researcher’s concerns’ (p. 470).  
 
I interviewed the teachers who were responsible for the classes that were observed, 
twice. In the first, the focus was mostly on teachers and students’ language use in class 
(see Table 3.3). While in the second round of interviews, the focus was mainly on 1) 
teachers and students’ language use in class in relation to specific instances as they 
occurred in the observed lessons, 2) preschool language experiences, and 3) the 
teachers’ opinions in relation to the influence of the coexistence of Standard and Local 
Arabic on the teaching and learning of Standard Arabic (see Table 3.3; and see the main 
interview questions in Appendix 4). All the interviews with the teachers were audio 
recorded. 
 
Table 3.3 The focus of the interviews (with the teachers) 
Themes/Focus Interview 
round Examples Interviewees 
Teachers’ language use First Teachers’ opinions about the language of instruction 
Ten primary 
school teachers 
Students’ language use First 
The type/s of Arabic students generally 
use in class and factors/reasons behind 
that 
Teachers’ language use Second The reasons behind the teachers’ choices 
of language in class 
Students’ language use Second The reasons behind the students’ choices 
of language in class 
Preschool language 
experiences Second 
The suitable age for children to start 
learning Standard Arabic and why 
The impact of local 
practices on learning 
Standard Arabic 
Second 
The extent to which the coexistence of 
Standard and Local Arabic influences the 
learning and teaching of Standard Arabic 
 
With respect to the follow-up interviews with the parents, I asked the interviewees 
about five issues which were also explored in the questionnaires in order to supplement 
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the questionnaires with further explanations and details. The five main issues that were 
explored were: 1) the families’ backgrounds, 2) preschool language experiences, 3) 
spoken language at home, 4) preschool education and 5) parents’ views on learning and 
experiencing Standard Arabic before entering the school system. Eight of the 
interviewees agreed to have the interview recorded, while the remaining 20 did not feel 
comfortable with this, so I took field notes during the conversation (examples of the 
field notes are provided in Appendix 5). 
 
For the interviews that I conducted with the teachers and parents, I used open-ended 
questions, since they are flexible and they permit the researcher to probe or clarify any 
misunderstandings (Cohen et al., 2007: 357). All the questions were as short and simple 
as possible (Kvale and Brinkmann, 2009: 134). Moreover, I employed ‘silence’ as one 
of the strategies to give the interviewees leeway to express their opinions and to elicit 
more responses. Kvale and Brinkmann (2009: 136) point out that instead of continually 
asking questions, interviewers can use pauses in the interviews. ‘By allowing pauses in 
the conversation the subjects have ample time to associate and reflect and then break the 
silence themselves with significant information’ (Kvale and Brinkmann, 2009: 136). 
Further, I started the interviews with introductory and simple questions, such as ‘how 
long have you been teaching?’, then I progressed with more probing questions. 
According to Britten (2006), it is generally better to start with simple questions that 
interviewees can answer comfortably and then proceed to more complex issues.  
 
3.4.4 Language assessments (listening and speaking) 
I conducted two language assessment activities, namely, listening comprehension and 
storytelling activities in order to explore students’ oral linguistic abilities (speaking and 
listening). The outcomes of these activities were then linked to the questionnaire data in 
order to examine the relationship between students’ oral linguistic skills and their 
preschool language experiences (which helped in addressing the second research 
question). A detailed discussion about the focus, methods and design of the assessments 





3.5  Participating schools and data collection 
 
The data of the current study were collected in four primary schools in Riyadh, Saudi 
Arabia. Once the formal ethical approval was secured from King’s College London 
(REC Protocol Number: REP (EM)/13/14-23), and written official approval was 
obtained from the Ministry of Education in Saudi Arabia (Reference number: 
11/35555037), I started contacting schools in Riyadh. The strategy that I used to select 
the schools was ‘purposive sampling’ (Cohen et al., 2007: 110; Bryman, 2012: 418). In 
purposive sampling, the participants are not selected on a random basis, but rather, they 
are selected for particular reason/s (Cohen et al., 2007; Bryman, 2012). Three of the 
participating schools are public, namely, South City School (SCS), East City School 
(ECS) and West City School (WCS), whilst the fourth, North City School (NCS), is 
private. I named the four schools according to their locations in Riyadh, for instance, 
SCS is located in south Riyadh. Henceforward, these schools will be referred to 
throughout this thesis as SCS, ECS, WCS, and NCS. The four participating schools are 
located in different areas in Riyadh so as to cover different parts of the city. Moreover, 
the four identified schools have children from different socioeconomic levels, with that 
in south Riyadh (SCS) having a low socioeconomic profile, while the one in east 
Riyadh (ECS) is classed as being of middle socioeconomic status. The private school 
(NCS) has an upper-middle to a high socioeconomic status, while WCS falls into the 
low to middle socioeconomic level (further details on the participants’ socioeconomic 
statuses will be discussed in Chapter 4, Section 4.8). The rationale behind this was to 
examine any differences in relation to the language practices of the participants from 
different socioeconomic levels. 
 
The questionnaires were distributed in all the four participating schools, while 
classroom observations, interviews (with the teachers and parents) and language 
assessment activities took place in two of these schools, namely, SCS and ECS. Table 
3.4 shows an overview of the participants and more details are provided at the 






Table 3.4 An overview of the participants 
Type of data Participating 
schools No. of participants Notes 
Questionnaires All the four 
schools 202  
Classroom 
observations SCS and ECS 
5 teachers in each 
school and a total of 
129 Year One pupils 
(aged 6-7 years) 
In each school, I observed 3 
classes, 4 modules (Standard 
Arabic, religion, maths and 
science) for a total of 25 lessons 
Interviews with 
the teachers SCS and ECS 10 teachers 
These teachers were responsible 
for teaching the pupils in the 
observed lessons. The teachers 




SCS and ECS 28 fathers 
The 28 fathers were members of 
the families who took part in the 
questionnaires, and whose 
children were attending ECS and 
SCS (15 fathers had children in 
ECS and 13 in SCS) 
Language 
assessments 
SCS and ECS 
109 pupils 
participated in the 
listening 
comprehension 
These Year One students were 
also involved in both the 
questionnaires and the classroom 
observations (as explained above) 96 pupils participated 
in the storytelling 
 
The fieldwork of this study took slightly over three months (from 25/1/2014 to 
5/5/2014). I spent the first week seeking written consent from the participants (see 
Section 3.6). After sorting out the ethical issues and securing the written approvals, I 
started collecting the data, which were gathered as follows. 
• The classroom observations took place over a period of just over two months 
(from 9/2/2014 until 14/4/2014). I spent as much time as possible in the first two 
weeks of this period in the two focal schools (SCS and ECS) to familiarise 
myself with the classes, teachers, students and settings. This in turn enabled the 
participants to get used to me in class. During the first week, I spent no less than 
one lesson in each participating class (six classes in total) to introduce myself to 
the students, explain what I was doing, listen to any questions the children had 
and conducted my initial observations (without recording), which prepared me 
for the main observations. Moreover, I attended several coffee breaks with the 
teachers for us to get used to each other, and this helped the participants in 
getting to know me and becoming more cooperative. In the third week of the 
observation, I started recording the lessons. By means of audio recordings and 
field notes, I observed 25 lessons in the two focal schools (SCS and ECS). In 
  
70 
total, I recorded slightly over 13 hours of classroom interactions. I also took 
photographs of what was presented/written on the whiteboard in the observed 
lessons. 
• Towards the end of the first month of my fieldwork, I conducted the first round 
of interviews with the 10 participating teachers, while the second round took 
place towards the end of my data collection. As aforementioned, the interviews 
were semi-structured, all being audio recorded, and each took around 10–15 
minutes. The interviews were held in one of the offices of the school, at a 
convenient time for the participating teachers and Arabic was used to conduct 
them. 
• The questionnaires were distributed in the middle of the second month of my 
fieldwork and collected over the following 10 days. They too were administered 
in Arabic and full details on the administration are provided in Chapter 4 
(Section 4.6). 
• The language assessment activities took place during the middle of the third 
month of the fieldwork and details on their administration are given in Chapter 6 
(Section 6.7).  
• The follow-up interviews with the fathers were carried out over the last four 
weeks of the data collection. All the parents who were interviewed were the 
fathers, as it was difficult to conduct interviews with the mothers because of the 
families’ religious and cultural reasons. Eight of the interviews were audio 
recorded, whilst the remaining 20 were recorded using field notes. Each of the 
semi-structured interviews took around 10–20 minutes. Sixteen of the children’s 
fathers were interviewed at their homes, whereas the remaining 12 interviews 
took place in public cafes near the participants’ homes. The interviews were 
conducted in Arabic. 
 
As explained above, the second round of interviews with the teachers took place after 
the classroom observations. The rationale behind this is that I used the notes made 
during the observations to help in creating questions for the interviews. These questions 
sought to obtain clarification and to uncover the reasons with regards to particular 
instances as they occurred in the observed lessons (such as the reasons behind the 
teachers’ choices of language in class). Likewise, the questionnaires were collected 
before the follow-up interviews with the fathers, because the questionnaire data formed 
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the basis for the main questions used in the interviews. More specifically, I read the 
questionnaires that were completed by the fathers (or their spouses), who were going to 
be interviewed and prepared some specific questions to obtain more detail or to seek 
clarification to some of the responses that were provided in the questionnaires (as will 
be further explained in Chapter 5). 
 
During the data collection, the ethical dimensions were carefully taken into account 
(more details on ethical considerations are provided in Section 3.6). One of the ethical 
issues that arose during the data collection was to gain the participants’ trust and their 
cooperation. In addition, in adherence with the ethical and professional code, I tried not 
to cause the participants any form of inconvenience. For instance, as explained earlier, 
eight of the participating fathers agreed to have the interview recorded, whilst the 
remaining 20 did not feel comfortable with this as there were some worries and 
suspicion as to why the interview should be recorded. In order to gain the participants’ 
trust and not to cause them any discomfort, I used field notes instead of audio 
recordings. Similarly, I was planning to use a camera for the observations, but the 
participating teachers were not comfortable with this, and thus, I used audio recorders 
instead. Moreover, in order to make the participants feel comfortable, I showed 
flexibility in relation to arranging appointments. For example, as much as I could, I 
gave the participants the opportunity to choose the time and place for the interviews. 
The teachers also were those who choose the suitable days on which I could come to 
carry out the observations. On a very few occasions, some of the fathers agreed to take 
part in the interviews, but they failed to show up at the appointed time and place. When 
this happened, I did not try to contact them again or ask them why they had not come, 
so as not to cause them any discomfort. 
 
3.6 Ethical considerations 
 
It is widely agreed that when a study involves interacting with human participants, 
ethical issues must be carefully taken into account (Cohen et al., 2007; Bryman, 2012). 
The key principle of ethics in research lies in ‘the protection of individuals from harm 
through guarantees of confidentially, anonymity and informed written consent’ (Walsh 
and Downe, 2006: 116). Following the ethical codes of professional conduct, I used 
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information sheets and consent forms for each set of the data that I collected. The 
information sheets explained to the participants: 1) the nature of their participations, 2) 
the potential risks and benefits, 3) guarantees of the anonymity and confidentiality of 
their participations and 4) the right to withdraw from the study at any time during the 
fieldwork. These forms were written in Arabic. Once all of the information about my 
study had been disseminated (using the information sheets), and written consent was 
obtained from the participants, I started collecting the data. 
 
Before I started my fieldwork, I followed the ethical and legal requirements to gather 
the data. After I obtained a formal ethical approval from King’s College London and a 
written official approval from the Ministry of Education in Saudi Arabia, I went to 
Riyadh to start the data collection. The legal and ethical requirements for conducting an 
empirical study in Saudi schools (such as classroom observation) include the approval 
from the school principals as well as the teachers, while the children and parents’ 
permission are not necessary, because the teachers act as the legal guardians for the 
children. That is, they are entitled to give approval/disapproval on behalf of the pupils. 
Accordingly, written consent was gained from the four school principals. Further, I 
obtained written consent from the teachers for each of the different data that were 
collected at school (the classroom observations, interviews with teachers and language 
assessments). In addition to this, I sent the parents (through their children, who were 
attending SCS and ECS) information sheets about the nature of the study (classroom 
observations and language assessments) as well as guarantees of anonymity. I also 
advised them that their children were chosen (among other pupils) to participate in the 
study, and that their consent was assumed unless the parents disapproved before the 
starting date of the data collection (cf. Oppenheim, 1992). Likewise, the parents were 
provided with information sheets regarding the questionnaires and the follow-up 
interviews, for which written consent was secured from those willing to take part. 
 
3.7 Data analysis 
 
In this section, I explain how the collected data were analysed. Specifically, I give an 
overview of the methods that I used to analyse the interviews, classroom observations, 
questionnaires and language assessments, whereas a precise summary of the steps that 
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were followed to analyse each set of data will be provided in each respective chapter 
(Chapters 4-9). 
 
3.7.1 Analysing the interview data 
The method that I adopted to analyse the interviews was ‘thematic analysis’, which is 
defined as a method for pinpointing, exploring and developing themes or patterns within 
data (Boyatzis, 1998; Braun and Clarke, 2006). Choosing a particular method for 
analysing interview data needs to be decided in light of whether or not it suits the focus 
and aims of the study being carried out (Kvale and Brinkman, 2009). Having said this, 
the goal of the interviews conducted in this study was to explore the participants’ 
perceptions on language use, attitudes towards Standard and Local Arabic and the 
underlying reasons for their language practices in a diglossic situation. The thematic 
analysis approach is well suited to serve this goal – the participants’ ideas, perspectives 
and explanations are the focal point of the interviews, and hence, this method helps to 
identify the key themes and uncover the salient findings in a systematic and organised 
manner. As pointed out by Ritchie and Lewis (2003), thematic analysis helps to 
‘classify and organise data according to key themes, concepts and emergent categories’ 
(p. 220). The deployment of thematic analysis involves different stages, which are 
discussed in detail in this subsection.  
 
The process of analysing the interviews involved a constant synthesis of ideas to help 
gain a better understanding of the data both while collecting them and when analysing 
the transcripts. After conducting the interviews, I made notes and memos concerning 
the issues discussed as well as creating descriptive accounts of the participants (cf. 
Burnard, 1991). These notes and memos ‘serve as memory joggers and to record ideas 
and theories that the researcher has as he works with the data’ (Burnard, 1991: 462). 
The notes and memos are regarded as the initial stage of interview analysis (Burnard, 
1991: 462). 
 
All the recorded interviews were transcribed verbatim in Arabic, that is, I transcribed 
the recordings ‘word-for-word exactly as said’ (McLellan-Lemal, 2008: 104). 
Transcriptions represent the transformation from one mode (oral and interactional 
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exchange) to another very remote one (written discourse), and thus, some parts of data 
are inevitably lost in the process, such as contextual factors and non-verbal actions 
(Mishler, 1986; Cohen et al., 2007). Because transcriptions are ‘selective 
transformations’ (e.g. whether to focus on meaning, linguistic features or conversational 
strategies), the process of transcription itself is considered ‘an initial analytic process’ 
(Kvale and Brinkmann, 2009: 180). Examples of the transcribed interviews of my data 
are provided in Appendix 6. 
 
Thematic analysis was conducted through the process of coding the data. Coding 
involves ‘attaching one or more keywords to a text segment in order to permit later 
identification of a statement’ (Kvale and Brinkmann, 2009: 202). As this study is an 
exploratory one, all parts of the interview data were coded, for as Strauss (1987) argues, 
every part of the data is worthy of consideration. Moreover, the data were coded 
through inductive coding (Braun and Clarke, 2006; Thomas, 2006); I created the codes 
directly by examining the data without having a priori codes. Glaser and Strauss (2012: 
46) rightly point out that strong opinions about a particular theoretical approach can 
possibly be ‘doctrinaire’, and thus, might limit the emergence of the themes from the 
data. In order to minimise any influence of the general conceptual framework guiding 
my research, I adopted a grounded theory approach and kept the analysis open to any 
possible outcome. Conrad (1982) defines grounded theory as ‘theory generated from 
data systematically obtained through the constant comparative method’ (p. 242).  
 
I familiarised myself with the data through multiple reading and listening in order to 
gain a deep understanding, which helped me to identify the codes and categories. 
Further, when I listened to the data, I paid close attention not only to the verbal 
expressions, but also to other indicators, such as stress, hesitations, pauses and 
sometimes laughs. Such a deep understanding and detailed familiarity are important, 
because I agree with Strauss and Corbin (1998) that codes and ‘concepts should earn 
their way into the research rather than be imposed on it’ (p. 292).  
 
The process of coding included three main stages. In the first, I initially developed the 
codes by providing descriptions that reflected the topics discussed (Charmaz, 2006: 48). 
This stage was important to the analysis process in order to make sense of the data. For 
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the second stage, the initial codes were carefully refined and edited where necessary. 
Further, the codes that were related in meaning to others were combined in order to 
create a larger category (Cohen et al., 2007). By way of illustration, my initial coding 
included the descriptive codes ‘students face difficulties in understanding Standard 
Arabic’, ‘Local Arabic is used to simplify information’, and ‘Local Arabic is closer to 
students’, which were combined under the larger category, ‘reasons for teachers’ use of 
Local Arabic in class’. In the final stage, the codes and categories emerging from the 
different interviews were compared and contrasted in order to find patterns in the data. 
The core codes (or the central themes) were then identified, which were those that 
represent the essence of the key ideas and patterns of the data (Cohen et al., 2007). For 
example, the final coding revealed four central themes from the interviews with the 
teachers, namely, ‘teachers’ classroom language use’, ‘students’ classroom language 
use’, ‘preschool language experiences’ and ‘language varieties’ (which will be 
discussed in detail in Chapter 9). Table 3.5 below gives an example of how the 
interviews were coded. As shown in Table 3.5, it was rather difficult to fit a number of 
responses into static and exclusive categories, and therefore, these responses included 




Table 3.5 An example of coding the interviews with the teachers 





"؟تﺎﮭﯿﺟﻮﺘﻟا ﺔﻐﻟ نﻮﻜﺗ نأ ﻰﺤﺼﻔﻟا ﺔﻐﻠﻟﺎﺑ رﺪﺠﯾ ﻞھ" :ﺚﺣﺎﺒﻟا 
 ﷲو :ﻢﻠﻌﻤﻟاضﺮﺘﻔﻤﻟا  
R: ‘do you think that alfusha [Standard Arabic] 
should be used as the medium of instruction in class 
and why?’ 
T: ‘yes it should be’ 
Attitudes towards using 






 ﺔﻐﻠﻟا اذإ ﻮﻧﻷ" :ﻢﻠﻌﻤﻟا حار ﻦﯿﻓ ﺔﺳرﺪﻤﻟا ﻲﻓ ﺎھﻮﺳرﺎﻣ ﺎﻣ اذإ ﺔﯿﺑﺮﻌﻟا
"ﻰﺤﺼﻔﻟﺎﺑ ﻢﻠﻜﺘﯾ ..ي ﺪﺣأ ﻲﻗﻼﺗ ﺎﻣ اردﺎﻧ ﻲﻨﻌﯾ ..ﺎھﻮﺳرﺎﻤﯾ 
T: ‘because if students do not practise Standard 
Arabic at school.. where else would they practise it.. 
I mean people rarely s.. speak in alfusha [Standard 
Arabic]’ 
Reasons for using 
Standard Arabic 
+ 
Predominance of Local 








"لوﻷا ﻒﺼﻟا ﻞﺒﻗ ﻦﻣ لوﻷا ﻒﺼﻟا ﻦﻣ ﻮﻧإ ﺪﯾأ ﺎﻧأ ﺎﻌﺒط" :ﻢﻠﻌﻤﻟا 
T: ‘of course I advocate using alfusha [Standard 
Arabic] in Year One and before that’ 
Attitudes towards using 






 ﺎﻣ يﺪﻨﻋ ﻲﻠﻟا ﻮﻧﻷ ..ﻲﺘﺳرﺪﻣ ﻰﻠﻋ ﺔﯿﻧﺎﺛ ةﺮﻣ ﻮﺿﺮﺑ ﻢﻠﻜﺗأ ﺎﻧأ" :ﻢﻠﻌﻤﻟا
 ﺎﻤﻓ ..ﺮﻔﺻ ..ﺎﯿﺋﺎﮭﻧ وو ﺔﺿور اﻮﻠﺧﺪﯿﺑ ﺎﻣ ﺎﻨھ ﻲﻠﻟا بﻼﻄﻟا ..اﻮﻠﺧﺪﯿﺑ
ﻰﺤﺼﻔﻟا اﻮﻤﮭﻔﯾ 
T: ‘again.. I’m talking about this school.. my 
students.. students here do not attend preschools and 
so on.. none at all.. zero.. so they do not understand 
alfusha [Standard Arabic]’ 
Reasons for using 
Local Arabic 
+ 
Low percentage of 
attendance at preschool 
+ 
Students’ receptive 













T = the teacher 
R = the researcher 
.. = short pause for less than 2 seconds 
 
In order to increase the reliability of the coding, a selection of the coding was checked 
by another colleague. Drawing on the work of Burnard (1991: 463), I asked a Saudi 
colleague, who was doing a PhD in applied linguistics in London, to code four random 
transcripts independently (two from the interviews with the teachers and two from the 
interviews with the parents as well as one set of the field notes from the parents) 
without showing the codes that I uncovered. We then discussed the outcomes. The 
codes and themes that we identified were generally similar (see Table 3.6). For 
example, in the two interviews with the teachers, my colleague and I came up with 13 
recurrent codes, although they were phrased with different wording (see some examples 
in Table 3.6). Moreover, we both came up with four major themes, three of which, as 
can be seen in Table 3.6, were broadly similar. However, the fourth theme was slightly 
different. We agreed that my theme ‘preschool language experiences’ was more 
appropriate because it is broader and could include the theme identified by my 
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colleague. That is, this part of the data involved probing the influence of home language 
in the context of preschool language experiences. Overall, this step helped to ensure that 
my coding was understandable and representative of the data.  
 
Table 3.6 Examples of the codes and themes when some transcripts were checked by a colleague 
Identified by the researcher Identified by the colleague 
Codes Themes Codes Themes 
Attitudes towards using 




Teacher supports using 
Standard Arabic in class 
Teachers’ 
language 
The use of Local Arabic 
Local Arabic is the 
common language used in 
class by teachers 
Teachers’ training 
background 
No previous training for 
using Standard Arabic in 
class 
Students’ receptive 
language in class Students’ 
classroom 
language use 
Students do not understand 
Standard Arabic  
Students’ 
language 
Reasons for using Local 
Arabic 
Reasons for using Local 
Arabic in class 
The use of Standard 
Arabic 
Infrequent use of Standard 
Arabic in class 
Differences between 
Local and Standard 
Arabic  
Language varieties 
Big difference between 
home language and 
Standard Arabic  
Arabic dialects 






Students use their home 
languages in school 
The influence of 
home language 
 
3.7.2 Analysing the classroom observation data 
As explained earlier, when choosing a particular method for analysing the data, this 
needs to be fit for purpose in relation to the focus and aims of the study (Cohen et al., 
2007; Kvale and Brinkman, 2009). With this in mind, my goal in collecting the 
classroom observation was to explore the types of Arabic used by the participants in the 
classroom as well as the functions associated with these different types. In order to 
achieve this aim, I utilised both quantitative and qualitative methods to analyse the 
classroom data. Quantitative methods focus on quantities of some aspects of the 
observation data (Wragg, 2012: 18) and I used one to determine the frequencies of 
different varieties used in class (as will be explained below). However, I agree with 
Wragg (2012) that while quantitative analysis ‘may offer some interesting insights, it 
falls far short of telling the whole story of classroom life’ (p. 9). Hence, the classroom 
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data were also analysed using qualitative methods so as to explore the functions 
associated with each type of Arabic used in class. 
 
Similar to what was carried out in relation to the interview data, the process of 
analysing the classroom observation data included a constant synthesis of ideas to gain a 
thorough understanding of the data both while collecting them and during the analysis 
stage. Moreover, the initial stage of data analysis involved listening to the recordings 
multiple times and extensive reading through the notes in order to familiarise myself 
with the data, and hence, to gain a deep understanding of the observed lessons. 
 
In order to investigate systematically the different activities that took place in the 
observed lessons with regard to the language varieties being used by the participants, I 
designed an activity map for each observed lesson, based on the work of Bloome et al., 
(2009: 316). Each lesson of the classroom data was divided into different ‘episodes’ of 
that lesson. Each single episode covers a distinct type of activity that took place in the 
classroom (which I refer to as ‘episode type’). For example, a lesson might have 
contained five individual episodes; three falling into a particular episode type, such as 
writing, and the remaining two pertaining to a different episode type, such as listening 
(more details are provided in Chapter 7; Section 7.2).  
 
Word-count analysis was then carried out to explore the frequencies of the different 
types of Arabic that were used by the participants, and for the purpose of calculating the 
percentage of Standard or Local Arabic in the participants’ spoken discourse in each 
episode. For example, if a teacher used 100 total words in a given episode, 20 words in 
Standard Arabic and 80 in Local Arabic, then 20% of his speech was in Standard Arabic 
and 80% was in Local Arabic. As explained in Chapter 2, Standard and Local Arabic 
considerably differ in terms of vocabulary, phonology and grammar, and thus, in 
general, it was relatively easy to distinguish the difference between the two Arabic 
varieties in the teachers’ spoken language. The criteria for determining whether an 
element of an utterance is part of Standard or Local Arabic were partly based on Eid’s 
(1988) guidelines (see Appendix 7). In order to increase accuracy and reliability of the 
criteria used in the word-count analysis, based on the work of Burnard (1991), I asked 
two colleagues who were undertaking PhDs in applied linguistics and had a good 
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knowledge of Standard Arabic to choose 10 random episodes of my data (each episode 
lasts for around 2-4 minutes) and to conduct independently word-count analysis on 
these episodes using the criteria discussed in Appendix 7. Then the three analyses (those 
of the two colleagues and mine) were compared and discussed. We agreed that the 
criteria used to distinguish between Standard and Local Arabic were suitable, and our 
analyses were generally similar. However, the colleagues found a few words that could 
belong to both Standard and Local Arabic. We agreed that the context determines 
whether these words were Standard Arabic or Local Arabic. For example, there are 
words in Arabic, such as the word ‘mask’, that cannot be considered to belong to 
Standard or Local Arabic, because it can belong to both and the context was thus used 
to determine which of the two varieties such words could be attributed to. An 
illustrative example would be the use of words that have the same pronunciation and are 
commonly used in both English and French (i.e. loanwords). If a speaker was speaking 
in English and used a word that is used in French (e.g. déjà vu), it would be considered 
English in this context. If another person was speaking in French and used the same 
word (déjà vu), it would be considered a French word (for more details see Appendix 
7). 
 
Moreover, I analysed the classroom data in order to explore the functions associated 
with the types of Arabic used (e.g. to investigate the functions that Local Arabic serves 
in class). The function of language includes its goal as well as what purpose it serves. 
Savignon (1983) defines a language function as ‘the use to which language is put, the 
purpose of an utterance rather than the particular grammatical form an utterance takes’ 
(p. 13). My analysis, for instance, includes ‘regulatory functions’, which refers to ‘the 
use of language to regulate the behavior of others’ (Halliday, 1973: 12), and 
‘interactional functions’, i.e. ‘the use of language in the interaction between the self and 
others’ (Halliday, 1973: 13). In order to explore the functions of the language used by 
participants in class, I listened carefully to all the episodes and made notes of the 
patterns and functions associated with their language use. Moreover, I transcribed (in 
Arabic) 29-50% of each ‘episode type’ in order to analyse in depth and explore the 
functions of the types of Arabic used in class (as will be further discussed in detail in 




3.7.3 Analysing the questionnaire data 
In order to attain one of the goals of my study, which was to explore the types of Arabic 
the Arabic-speaking children experience before attending school and possible factors 
affecting these experiences, the questionnaire data were analysed using descriptive and 
inferential statistics. Descriptive statistics ‘describe and present data, for example, in 
terms of summary frequencies’ (Cohen et al., 2007: 503). More specifically, using SPSS 
(Version 20), I presented a summary of frequencies of the main findings in relation to 
the types of Arabic the children appear to have experienced before entering the school 
system, as will be discussed in detail in Chapter 4. Inferential statistics ‘strive to make 
inferences and predictions based on the data gathered’ (Cohen et al., 2007: 503). In 
relation to this, I used chi-square tests to explore the relationship between children’s 
exposure to Standard Arabic books in the preschool period and their parents’ levels of 
education. In addition, the relationship between attendance at preschool and parental 
backgrounds (education and monthly income) was investigated. The specific analytic 
steps for analysing the questionnaire data are outlined in Chapter 4, Section 4.7.  
 
3.7.4 Analysing the language assessment data 
The purpose of gathering the language assessment activities was to explore students’ 
oral linguistic abilities (listening and speaking) and their relation to preschool language 
experiences. In order to achieve this goal, I followed a number of analytic procedures: 
1) in relation to the storytelling data, I conducted word-count analysis to examine the 
frequencies of different types of Arabic used in the stories that were told by each 
participating child (as will be explained in detail in Section 6.8); 2) descriptive statistics 
were produced to present a summary of the frequencies of students’ scores in the 
listening comprehension tasks; and 3) inferential statistics were performed using  
independent-samples t-tests. In essence, the language assessments were linked to the 
questionnaire data in order to determine any differences in the Standard Arabic 
performances of students who were reported to have been exposed to Standard Arabic 
books in the preschool period and those who had not been. I also examined whether any 
differences existed in Standard Arabic performance based on whether or not a given 
student was reported to have enrolled in preschool. Complete details about how the 





As explained in Subsections 3.7.1 and 3.7.2, the interviews and classroom observation 
data were transcribed in Arabic. Illustrative examples of my data are presented in this 
thesis in Arabic alongside their equivalent translations in English. I carefully translated 
these parts and made every effort to maintain that the translation was as accurate and 
representative of the original meaning as possible. In order to do this, I adopted a 
‘faithful translation method’ in which I tried ‘to reproduce the precise contextual 
meaning of the original within the constraints of the TL [target language] grammatical 
structures’ (Newmark, 1988: 46). This method is similar to literal translation, where ‘the 
SL [source language] grammatical constructions are converted to their nearest TL 
[target language] equivalents but the lexical words are… translated singly, out of 
context’ (Newmark, 1988: 46). However, in the method that I used (faithful translation) 
the context of the translated words was taken into account in order to produce an 
understandable translation to the reader. In other words, the literal translation of some 
Arabic phrases does not really reflect their meaning in English, whereas the meaning is 
more understandable in a faithful translation and that is why I used it in my study. By 
way of illustration, the literal translation of the Arabic phrasal verb ‘ɪshab ʕaliːh’ into 
English is ‘pull on him’ and this translation would not make sense to the reader. The 




This chapter has described in detail the methods used to collect the data, the 
participants, ethical considerations and the procedures employed to analyse the data. I 
have pointed out that the particular types of methods chosen to collect and analyse the 
data need to be fit for purpose in terms of the focus and aims of the study (Cohen et al., 
2007). Thus, in this chapter, I have justified the use of different methods to collect and 
analyse the data and their relevance to the goals of my study. In the following chapters, 




Chapter 4 Preschool language experiences 
4.1 Introduction 
 
In this chapter, I present the findings of the questionnaires sent out to the parents whose 
children were Year One pupils in four different schools in Riyadh. The findings provide 
information about the types of Arabic the participating children experienced during the 
preschool period as well as family factors that may have influenced such experiences. 
The findings from the questionnaire will be complemented by the findings emerging 
from the interviews in Chapter 5. This chapter is divided into two main parts. In Part 
One, the focus, design and administration of the questionnaires are explained, while in 
Part Two, the key findings are presented. More specifically, the rationale and aims of 
the questionnaires are explained in Section 4.2, while the design of the questionnaire is 
discussed in Section 4.3. Information about the participants is provided in Section 4.4, 
whereas issues concerning anonymity are discussed in Section 4.5. In Section 4.6, I 
explain how the questionnaires were administered. In Section 4.7, I specify the analytic 
steps that I followed to yield the findings presented in this chapter.  
 
Part Two begins with Section 4.8, which gives a brief account of the socioeconomic 
background of Saudi Arabia and the participating families’ backgrounds, including the 
parents’ monthly incomes and levels of education. Section 4.9 addresses the children’s 
preschool language experiences of Standard Arabic: it explores the amount of preschool 
exposure to Standard Arabic through books, television, audio materials and games. This 
is followed by a presentation of the parents’ language attitudes towards learning and 
exposure to Standard Arabic during the preschool period (Section 4.10). The parents’ 
spoken language at home and the children’s enrolment in preschool are discussed in 
Section 4.11 and Section 4.12, respectively. Next, Sections 4.13 and 4.14 present the 
findings of some inferential statistics (using chi-square tests), that is, the relationship 
between the children’s exposure to Standard Arabic books and their parents’ levels of 
education (Section 4.13). Also examined is the connection between preschool 
attendance and parents’ education levels along with monthly incomes (Section 4.14). 





Part One: Focus, design and administration of the questionnaire 
4.2 Rationale and aims of the questionnaire 
 
As discussed in Chapter 2, a number of previous studies (e.g. Doake, 1989; Iraqi, 1990; 
Ayari, 1996; Abu-Rabia, 2000) state that it is very common for many Arabic-speaking 
children to grow up in an environment without any or with little exposure to Standard 
Arabic. There is a paucity of published studies that provide empirical data to support the 
fact that Arabic-speaking preschoolers lack exposure to Standard Arabic during the 
preschool period. The commonly cited study that has delivered empirical data, in 
relation to preschool exposure to Standard Arabic, is that conducted by Iraqi (1990), 
which involved exploring one type of preschool exposure (namely, exposure to this 
variety through books) in a Palestinian context. The findings showed that only less than 
two per cent of the families read Standard Arabic books to their children before 
attending primary school (see Subsection 2.5.3). However, Iraqi (1990) investigated one 
possible means of exposure to Standard Arabic (i.e. exposure to Standard Arabic 
through books), while there are other possible ways for this to happen, such as through 
television and audio materials, which scant research has delved into. Further, a number 
of previous studies (e.g. Iraqi, 1990; Abu-Rabia, 2000) claimed that parents in the Arab 
world commonly believe that preschoolers are not able to read or learn Standard Arabic 
before entering primary school, and should not be exposed to this variety during the 
preschool period, because it is too difficult for them (see Subsection 2.5.3). Thus, for 
the current study, a questionnaire was designed to explore the types of Arabic the 
participating children experienced before entering the school system, possible factors 
affecting these experiences, and parents’ language attitudes towards learning and 
exposure to Standard Arabic before attending primary school, in a Saudi context. 
 
4.3 Design of the questionnaire 
 
4.3.1 Number of sections  
The questionnaire that was developed contained two main sections: the first pertaining 
to background information about the child as well as the parents, such as the child’s age, 
nationality, the parents’ level of education and monthly incomes. The first section also 
investigated attendance at preschool (i.e. whether or not the child had been enrolled in 
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preschool, see page 1 in Appendix 2). The second section surveyed the children’s 
preschool language experiences, which included six subsections. Specifically, the 
second section explored the types of Arabic the children were exposed to through a) 
books, b) television, c) audio materials, d) games, e) spoken home language, and f) the 
parents’ language attitudes towards learning and experiencing Standard Arabic before 
entering the school system.  
 
In relation to the layout of the questionnaire, the two main sections and the subsequent 
subparts were assigned a sequence marking: the two sections were marked with the 
written numbers ‘Section One’ and ‘Section Two’, while the subsections were marked 
with letters (A to F), for instance, ‘A. Books’, ‘B. Television’ and so on (see Appendix 
2). Such a layout produces ‘an attractive and professional design’ that helps the 
respondents to understand the structure of the questionnaire, and thus, can help in 
yielding valid and reliable data (Dörnyei and Taguchi, 2010: 14). 
 
4.3.2 Types of information yielded 
The questionnaire of this study was aimed at gathering three types of information, 
namely, factual, behavioural and attitudinal (Dörnyei and Taguchi, 2010: 5). 
• ‘Factual questions are used to find out about who the respondents are’, such as 
their nationalities and ages (p. 5). Such questions were used in the first section, 
so as to gather background information about the child and the parents. 
• Behavioural ‘questions are used to find out what the respondents are doing or 
have done in the past’ (p. 5). The majority of questions used in the questionnaire 
(Subsections A, B, C, D, and E) fell within this type of item. For example, I used 
behavioural questions to explore whether the parents read any Standard Arabic 
books to their children before entering school (Subsection A) and to survey the 
types of television programmes the children watched during the preschool 
period (Subsection B). 
• ‘Attitudinal questions are used to find out what people think. This is a broad 
category that concerns attitudes, opinions, beliefs, interests, and values [italics in 
original]’ (p. 5). This type of question was used in Subsection F to explore the 
parents’ language attitudes and opinions in relation to learning and experiencing 




4.3.3 Language used in the questionnaire 
At the development stage, the questionnaire was written in two versions: Arabic and 
English. It was written in Arabic because the questionnaire was going to be 
administered in this language (as it was the target sample’s mother tongue). The English 
version was produced in order to be able to discuss the questionnaire development, at 
various stages, with my supervisors (see the translation approach I adopted in Section 
3.8). 
 
4.3.4 Pilot study 
The questionnaire was piloted to ‘allow the researcher to collect feedback about how the 
instrument works and whether it performs the job it has been designed for’ (Dörnyei & 
Taguchi, 2010: 53). More specifically, I carefully conducted the piloting to examine the 
wording of the items, order of the items/sections, items that should be eliminated, items 
that should be added, issues related to administration, clarity of the instructions, length 
of the questionnaire as well as the time needed to complete it, and suitability of the 
cover letter (information sheet). The piloting was carried out in three different stages as 
follows. 
1. Initial piloting: the first draft of the questionnaire was tried out on four Arabic-
speakers (Saudis) who were studying in London and each completed the 
questionnaire, in a one-to-one session. I was present while each participant was 
filling out the questionnaire to observe their reactions (such as hesitation) and to 
provide answers to their questions and comments. At the end of the session, I 
received their general comments and feedback. 
2. Piloting in a one-to-one setting in Riyadh: after revising the questionnaire 
(based on the initial piloting), it was piloted on seven parents in Riyadh who 
were similar to the target sample (the participants had children attending Year 
One). The piloting took place in a one-to-one setting, in which each parent 
completed the questionnaire. Akin to the initial piloting, I was present while the 
parents were completing the questionnaires, for the same reason explained above 
(to observe their reactions and give answers to their inquiries). The participants 
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in stages 1 and 2 were ‘that familiar source of forced labor—colleagues, friends, 
and family’ (Converse and Presser, 1986: 53).   
3. Final piloting: based on the feedback received from the first two stages, a near-
final draft of the questionnaire was piloted on one class in a primary school in 
Riyadh (in a school that did not participate in the main study). The class 
comprised 26 Year One students. The questionnaires were sent out to the parents 
(through their children) and were collected over the following days. The final 
piloting helped me to examine any issues related to administration (e.g. how the 
questionnaires would be administered and how long it would take to collect 
them), and to examine any issues concerning the responses (e.g. whether or not 
there were missing responses). 
 
The main outcomes of the piloting (in the different stages) were as follows. 
• The wording of a number of items was revised to make the meaning clearer and 
simpler (e.g. I used the active voice instead of the passive in two of the items 
because this appeared to be unclear for the respondents). 
• A number of items were eliminated because they seemed to be irrelevant or 
similar to other items. For instance, one of the deleted items asked whether or 
not the parents borrowed audio materials for their children before attending 
school, which appeared to be an odd question (as indicated by the participants). 
• More options were added in some of the items. For instance, in relation to the 
types of audio materials the children used to listen to before enrolling in primary 
school, two of the participants suggested to add ‘the Qur’an’, as it appeared to 
be a common possible way of exposure to Standard Arabic during the preschool 
period. 
• I rearranged the order of a number of items and sections. For example, the 
television section was initially put after the audio materials, but a number of the 
participants suggested that the television section should come first because it is 
more popular than audio materials. 
• The question about income seemed acceptable (Item 9; see Appendix 2). I asked 
the participants in the first and second stages about this item and they stated that 
the question is acceptable because the question was relatively general (i.e. the 
options included different income groups rather than specific numbers). In 
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addition, this question was answered by all the participants in the final piloting, 
except for one, which indicated that it was suitable to ask it.  
• The cover letter and instructions appeared to be suitable and clear (as indicated 
by the participants and as appeared from the final piloting). 
• The length and time to complete the questionnaire appeared to be reasonable (as 
indicated by the participants). 
• Overall, the piloting suggested that the questionnaire was ready to be used in the 
main study. 
 
4.4 Sampling and participants  
 
As explained in Chapter 3, the questionnaire data were collected in four primary schools 
in Riyadh. Three of the participating schools are public, namely, SCS, ECS and WCS9, 
whilst the fourth (NCS) is private. The strategy that I followed to select the participating 
schools was ‘purposive sampling’ (Cohen et al., 2007; Bryman, 2012; see Section 3.5). 
The four participating schools are located in different areas in Riyadh to cover parts 
with different socioeconomic levels (see Section 3.5). The rationale behind this was so 
as to examine whether there were any differences between these different 
socioeconomic levels in terms of preschool language experiences and practices. 
 
All the parents of the Year One children (aged six or seven years old, who were 
attending the four participating schools) were asked to complete a questionnaire. Of the 
330 families who were approached, 202 parents completed the questionnaires (i.e. one 
parent in each family approached completed the questionnaire; see Table 4.1). 
 
Table 4.1 Responses from the families of the participating children 
School name SCS WCS ECS NCS Total 
Responses 38 (out of 54) 51 (out of 81) 56 (out of 75) 57 (out of 120) 202 (out of 330) 
 
 
                                                
9
 SCS: South City School; ECS: East City School; WCS: West City School; and NCS: North City School, 






As explained in the previous section, the questionnaires were distributed in four primary 
schools. In two of these schools (NCS and WCS), the questionnaires were anonymous 
(they did not ask for the participants’ names; see page 1 in Appendix 2). In the other 
two schools (SCS and ECS), the questionnaires did ask for the participants’ names (see 
page 1 in Appendix 3). As part of my methodological framework, I used the names so 
as to be able to match the questionnaires in these two schools with other sets of data, 
namely, the language assessment activities (in which Year One children in these two 
schools took part) and the follow-up interviews with their parents. It should be noted 
that although the participants in SCS and ECS provided their names, they were 
guaranteed anonymity – I explained to them in the information sheet that their real 
names would never be used in this study (see ethical considerations in Section 3.6).  
 
4.6 Administration  
 
The questionnaires were administered in Arabic. Each questionnaire was put in a good 
quality envelope along with the cover letter (information sheet) and the consent form. 
The information sheet explained the purpose of the study, the nature of the participation, 
and the researcher’s contact number in case the participants had any inquiries. In each 
school, the children’s teachers helped to administer the questionnaires. Each teacher 
handed the envelopes (containing the questionnaires) to the children in their classrooms 
and emphasised that the children should take them to their parents to complete and then 
bring them back to hand in to their teachers. In order to encourage the children, the 
teachers explained that each child who brought the questionnaire back would be given 
an incentive (a small toy). In the following days (over a period of around 10 days), I 
collected the questionnaires from the children’s teachers. I also asked the teachers on 
the subsequent days after distributing the questionnaires to remind those children who 
did not bring the questionnaires to do so in order to increase the response rate. The 





4.7 Analytic steps 
 
In order to yield the findings presented in this chapter, the following steps were taken. 
1. The questionnaire data were reviewed for completeness (i.e. to check whether 
the respondents had filled in all the questionnaire items; Cohen et al., 2007: 
347). During the data collection process, I observed that several returned 
questionnaires were incomplete or totally unfilled so I contacted the parents to 
provide the missing items and a number of them did so. Prior to keying in the 
questionnaire data, the unfilled/incomplete questionnaires were eliminated, and 
the valid ones were retained. However, returned questionnaires that included a 
few missing items (e.g. two or three items) were considered valid and were 
included in the analysis. 
2.  The data were entered into SPSS Version 20, using numerical values. That is, I 
assigned ‘a code number to each answer to a survey question’ (Cohen et al., 
2007: 348). In other words, the responses were transformed into numerical 
codes. 
3. The entered data were checked to correct any possible ‘human errors occurring 
during the data entry phase [such as] typing the wrong number’ (Dörnyei and 
Taguchi, 2010: 88). That is, I cross-checked the data entered into SPSS Version 
20 with the data from the paper questionnaires in order to ensure accuracy. 
4. Using SPSS Version 20, descriptive statistics were produced in the form of 
summaries of the frequencies of the data. 
5. Inferential statistical chi-square tests were carried out to explore the relationship 
between the children’s exposure to Standard Arabic books during the preschool 
period and their parents’ levels of education. In addition, the relationships 
between attendance at preschool and parents’ education levels as well as their 
monthly incomes were investigated. 
 
There were a few instances where the questionnaire responses did not appear to be 
consistent. For instance, some parents ticked ‘no’ in response to the question ‘Did you 
read Standard Arabic books to your child when he/she was at the age of 4–5?’ (Item 17) 
and chose ‘once or twice a week’ instead of ‘not applicable’ in response to a question 
regarding the frequency of reading Standard Arabic books to the child during the 
preschool period. To avoid the possibility of including misunderstandings of the survey 
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questions in the analysis, I did not enter any such inconsistent responses, which 
represented less than 3% of the total number of responses, into the final data set. A 
concise summary of the main findings is presented in this chapter, while the full data set 
from the questionnaires can be found in Appendix 8. 
 
Part Two: Questionnaire findings 
4.8 Background 
 
This section gives a brief account of the socioeconomic background of Saudi Arabia 
and the participating families’ backgrounds, including the parents’ monthly incomes 
and levels of education. 
 
4.8.1 Socioeconomic background of Saudi Arabia 
To put the data regarding the monthly incomes of the participating families in context, 
this subsection presents a brief socioeconomic background of Saudi Arabia. As reported 
by the Central Department of Statistics and Information, the average monthly household 
income in Saudi Arabia in 2013 is 13,251 SR10 (£2,20811; Khalifa , 2015). The so-called 
‘adequacy line’ is a term that the Saudi media has recently used and is based on a social 
survey study Aldamigh (2014) conducted on 10 thousand families in the country. 
According to this study, the amount of money that a Saudi household consisting of five 
people should have for necessities, such as housing, clothing, food, healthcare and 
entertainment is around 9,000 SR (£1,500) per month (Alhaider, 2014: 20). The 
‘poverty line’ (the minimum amount of income a household needs to cover their basic 
needs) in Saudi Arabia is not officially published, but a household with a monthly 
income of less than 5,000 SR (£870) is widely considered to have low socioeconomic 
status. It should be noted that the cost of living in Saudi Arabia is significantly cheaper 
than in the UK, as prices for housing, gas and food are lower and healthcare is free for 
all Saudi residents. Saudi citizens also do not have to pay any type of tax to the 
government.  
                                                
10
 SR (the Saudi riyal) is the currency of Saudi Arabia. 
11
 The converted figures from Saudi riyals to pounds are how they stood at the time when the study was conducted. 
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4.8.2 The participating families’ backgrounds  
The data show that the majority of the participants were Saudis (the percentage of the 
Saudi participants in the four schools ranged from 78–96%; Item 1). The other 
nationalities included Arab students, such as Egyptians, Syrians and Jordanians as well 
as other nationalities, such as a Nepali and a Pakistani (see Appendix 8). The four 
participating schools appear to have been associated with different income groups. 
Table 4.2 reveals that the parents of the children in NCS appeared to enjoy the highest 
level of income, while the opposite was true for those in SCS. The parents of the 
children in ECS and WCS had moderate levels of income among the participants, but 
the parents of the children in the former tended to have comparatively higher monthly 
incomes than those in WCS.  
 
Table 4.2 Monthly household incomes of the participating families (Item no. 9) 
Monthly income No. of families with 
children in SCS 
No. of families with 
children in WCS 
No. of families with 
children in ECS 
No. of families with 
children in NCS 
Less than 5,000 
SR/£870 28 (73.7%) 14 (27.5%) 7 (12.5%) 2 (3.5%) 
Over 5,000 to 10,000 
SR/ £870 to £1740 5 (13.2%) 19 (37.3%) 16 (28.6%) 5 (8.8%) 
Over 10,000 to 15,000 
SR/ £1,740 to £2,600 1 (2.6%) 6 (11.8%) 16 (28.6%) 14 (24.6%) 
Over 15,000 to 25,000 
SR/ £2,600 to £4,350 0 9 (17.6%) 11 (19.6%) 16 (28.1%) 
Over 25,000 SR/£4350 0 3 (5.9%) 4 (7.1%) 14 (24.6%) 
No response 4 (10.5%) 0 2 (3.6%) 6 (10.5%) 
Total 38 51 56 57 
 
The data show that the median number of household members in relation to the four 
schools was as follows: five in NCS (2 parents and 3 children), six in ECS (2 parents 
and 4 children), seven in WCS (2 parents and 5 children) and eight in SCS (2 parents 
and 6 children; Item 2). Thus, the families of the children in NCS had the highest 
monthly incomes and the lowest number of family members, while the opposite was 
true for those families of the children in SCS. 
 
Table 4.3 shows that the educational level of the parents of the children in SCS was 
generally low. A noticeable number of the parents of the pupils in WCS also appeared 
to have low levels of education, while the educational level of the parents of the 
children in NCS was noticeably higher. 
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Table 4.3 The children’s parental levels of education numerically and by percentage (Items 7 and 8) 
Level of 
education 
No. of parents with 
children in SCS 
No. of parents with 
children in WCS 
No. of parents with 
children in ECS 
No. of parents with 
children in NCS 
None12 14 (18.5%) 2 (2.0%) 0 (0.0%) 0 (0.0%) 
Primary 27 (35.5%) 16 (14.7%) 5 (4.4%) 0 (0.0%) 
Middle school 18 (23.7%) 28 (27.5%) 7 (6.3%) 3 (2.6%) 
High school 13 (17.1%) 31 (30.8%) 45 (40.1%) 15 (13.2%) 
Bachelor’s 4 (5.2%) 17 (17.0%) 52 (46.5%) 69 (60.5%) 
Masters 0 (0.0%) 4 (4.0%) 2 (1.8%) 18 (15.8%) 
PhD 0 (0.0%) 1 (1.0%) 0 (0.0%) 9 (7.9%) 
No response 0 (0.0%) 3 (3.0%) 1 (0.9%) 0 (0.0%) 
 
4.9 Children’s preschool exposure to Standard Arabic 
 
The questionnaire investigated various aspects of exposure to Standard Arabic, and the 
following three issues became apparent from the data: 
• The amount of exposure to Standard Arabic during the preschool period 
appeared to be generally low amongst the participating children, with over 
58.8% of the children being reported as rarely or never having been exposed to it 
through audio materials or games and 45.5% of them had to never been read to 
in this variety during the preschool period (Items 17; 33; and 38). 
•  Standard Arabic television programmes were the most common source of 
exposure to this variety for the participating children in the preschool period 
(Item 27). 
• Children in NCS, whose parents had higher monthly incomes and higher 
education levels than the parents in the other participating schools (see 
Subsection 4.8.2), were reported as having experienced Standard Arabic 
considerably more than their counterparts in the other participating schools, 
while the opposite is true for the children in SCS.  
 
                                                
12
 It should be noted that although these parents were not able to read or write, the questionnaires 
(concerning their children) were filled out because in 10 cases, only one of the parents was not able to 
read or write (e.g. the mother) and the other parent was the one who filled out the questionnaire. In three 
cases (in SCS), the two participating parents were both unable to read or write. In one of these cases, I 
happened to meet one of the fathers at school (because he works their as a doorman) and I helped him to 
fill out the questionnaire. In the other two cases, I asked the parents (in the follow-up interviews) to 
explain how they were able to fill out the questionnaires and they told me that they got help from other 
people, such as relatives, whereby the relative (e.g. the child’s uncle) read the items (i.e. questions and 
options) to one of the parents, and the parent gave the answers verbally to be written down. 
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Almost half of the participating parents (100 out of 202) indicated that they never or 
almost never bought any Standard Arabic books for their children when they were aged 
four and five (Item 11), and among those who reported to have done so, 78.6% 
responded that they had bought no more than six such books during this period (Item 
13). Educational books (for learning letters, numbers and colours, etc.) were the most 
popular types of Standard Arabic books that the parents bought during this period, while 
storybooks in this variety were the second most common type (Item 14). The data also 
indicate that 85.6% of the parents (173 out of 202) in the four participating schools 
appear to have never or rarely borrowed Standard Arabic books from the library for 
their children before Year One (Item 15). 
 
The data show that 51.5% of the parents (104 out of 202) claimed to have read Standard 
Arabic books to their children when they were at the ages of four and five (Item 17). 
Table 4.4 shows that the children in NCS and ECS appear to have been exposed more to 
Standard Arabic books than their counterparts in the other schools. The data also show 
that only 6% of the children (12 out of 202) were reported to have read Standard Arabic 
books by themselves at the age of four or five (Item 22). The interview data (in Chapter 
5, Subsection 5.3.1) provide information that helps to explain why some of the parents 
did not buy Standard Arabic books or read them to their children in the preschool 
period. 
 
Table 4.4 Responses to the question ‘Did you read Standard Arabic books to your child when he/she was at the age of 
4-5?’ in the four participating schools (Item no. 17) 
 
No. of responses 
in SCS 
No. of responses 
in WCS 
No. of responses 
in ECS 
No. of responses 
in NCS Total 
Yes 15 16  35 38 104 (51.5%) 
No 22 33 20 17 92 (45.5%) 
No or invalid 
response 1 2 1 2 6 (4.0%) 
Total 38 51 56 57 202 
 
The 104 parents who claimed to have read Standard Arabic books to their children 
when they were aged four and five can be divided into two categories: 45.2% (47 out of 
104) claimed to have read to their children once or twice a week, and 42.3% (44 out of 
104) responded as having read to their children once or twice a month. Only 13 parents 
out of 104 (12.5%) reported to have read to their children on a daily basis (Item 19). 
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Furthermore, the majority (83.6%) of the parents (who claimed to have read to their 
children; 87 out of 104) reported that they spent no more than 15 minutes each day 
reading to their children (Item 20). 
 
A notable finding was that, among those parents who reported to have read Standard 
Arabic books to their children, 85.6% (89 out of 104 of the parents) stated that when 
they were reading to their children, they read in Standard Arabic and also used Local 
Arabic to explain what they were reading (Item 21). This can be explained by the 
aforementioned fact that Standard and Local Arabic differ significantly in terms of 
vocabulary, phonology and grammar (Ferguson, 1959; Holes, 2004; see Chapter 2). 
 
The findings indicate that Standard Arabic television programmes were the most 
common source of exposure to this variety for the participating children during the 
preschool period (Item 27). As shown in Table 4.5, the parents reported that 80.5% of 
the participating children (163 out of 202) watched such television programmes at least 
once or twice a week when the children were between the ages of four and five. Slightly 
over 63% of the children (128 out of 202) were also reported to have watched television 
programmes in Local Arabic (such as Local Arabic songs; Item 29). 
 
Table 4.5 The number of children who were reported to have watched Standard Arabic television programmes before 















Every day or almost every day 19 37 46 40 142 (70%) 
Once or twice a week 4 3 3 11 21 (10.5%) 
Once or twice a month 8 3 1 1 13 (6.5%) 
Never or almost never 4 6 4 4 18 (9%) 
No or invalid response 3 2 2 1 8 (4%) 
Total 38 51 56 57 202 
 
The data indicate that animated cartoons in Standard Arabic were the most popular type 
of television programmes that were watched by the children, 75.7% of them were 
reported to have watched such programmes (Item 29; examples of the programmes and 
channels the children were reported to have watched before primary school will be 
presented in Subsection 5.3.2). Of those children who were reported to have watched 
Standard Arabic programmes at the ages of four and five, the findings indicate that on 
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the days they did so, 42% were reported to have watched for up to half an hour each 
day, while the rest were reported as watching for longer (Item 28). 
 
Exposure to Standard Arabic through audio materials and games during the preschool 
period was relatively uncommon amongst the participating children. Regarding which, 
60.2% of the children were reported to have never or rarely listened to such materials 
before attending primary school (Item 33). In addition, 58.8% of the children were 
reported to never or rarely have played with games in Standard Arabic when they were 
four or five (Item 38). The data also indicate that children in NCS, in general, were 
exposed to Standard Arabic through audio materials and games before Year One more 
frequently than those in the other schools. The reasons pertaining to why some children 
were reported in the questionnaires to have rarely or never listened to Standard Arabic 
materials or played with games containing Standard Arabic in the preschool period will 
be provided in Chapter 5, Subsection 5.3.3. 
 
4.10 Attitudes towards learning and experiencing Standard Arabic before school 
 
The data indicate that the majority of the parents appeared to have positive attitudes 
towards learning and experiencing Standard Arabic in the preschool period (see Table 
4.6). A substantial majority (84.2%) expressed the belief that children should start 
learning Standard Arabic at the age of four and five. Further, a similar proportion (83–
89%) agreed with these children being exposed to Standard Arabic in the preschool 
period through books, audio materials and television programmes, while 72.2% of the 
parents subscribed to the idea that children should read Standard Arabic books once 
























Children should start 
learning Standard Arabic 














Children should read 
Standard Arabic books at 
the age of 4-5 
53 
(26.2%) 93 (46%) 
30 
(14.9%) 20 (9.9%) 2 (1%) 4 (2%) 
43 
Parents should read 
Standard Arabic books to 













Children are able to read 
Standard Arabic books at 














Children should listen to 
Standard Arabic audio 















Children should watch 
Standard Arabic 
television programmes at 














Parents should talk to 
their children in Standard 












4.11 Language of communication at home 
 
The vast majority of parents/caregivers (97%; 196 out of 202) reported in the 
questionnaire that when their children were aged four and five they spoke to them at 
home entirely or mainly in Local Arabic (Item 40). The rationale behind this 
predominance of Local Arabic at home, as pointed out by the participating fathers, will 
be discussed in Chapter 5 (Section 5.4). Two of the participating parents were non-
native Arabic speakers, so they responded that they spoke to their children at this age 
using Standard Arabic and their mother tongues (Nepalese and Urdu).  
 
4.12 Attendance at preschool 
 
The participating parents were asked (in the questionnaires) whether their children 
attended only nursery, only reception, both nursery and reception or never attended 
preschool education (Item 10). The data show that there was a considerable difference 
between the participating schools in terms of enrolment in preschool. From Table 4.7, 
the most significant numbers are as follows: NCS had the highest percentage of 
preschool attendees, whereas SCS had the lowest. In total, 91 of the participating 
children out of 202 (which constitutes 45%) were reported to have never been enrolled 
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in preschool education. According to Bin-Duhaish (2014), a former deputy minister of 
education in Saudi Arabia, the gross enrolment for pre-primary education in Saudi 
Arabia is 10–12%. He states that the ratio of enrolment is increasing in major cities and 
in neighbourhoods populated by people with higher monthly incomes, but the opposite 
is also true (see Chapter 1). Thus, it would seem that the overall percentage of children 
who attended preschool in the participating schools (55%) was higher than the 
nationwide gross enrolment for pre-primary education in Saudi Arabia, perhaps because 
these schools are all in the capital. The reasons for not enrolling the children in 
preschool, as revealed by some of the participating fathers, will be provided in Chapter 
5 (Section 5.8). 
 
Table 4.7 Percentage of children who were enrolled in preschool in the four participating schools (Item 10) 















preschool 31 (81.6%) 32 (62.7%) 20 (35.7%) 
8  




(5.3%) 12 (23.5%) 21 (37.5%) 27 (47.4%) 
62 
(30.7%) 









Attended both nursery 
and reception 
3  
(7.9%) 6 (11.8%) 11 (19.6%) 18 (31.6%) 
38 
(18.8%) 
Total 38 51 56 57 202 
 
4.13 Exposure to Standard Arabic books and parents’ levels of education 
 
A chi-square test of independence13 was conducted to examine whether there was a 
relationship between parents’ level of education and children’s preschool exposure to 
Standard Arabic books. Based on the questionnaire data (Items 7 and 8), the families 
were divided into two categories: families in which at least one parent held a bachelor’s 
degree or higher qualification and those in which neither parent had received more than 
a high school education at best. The relationship between these two categories and the 
answers (yes or no) to Item 17, ‘Did you read Standard Arabic books to your child when 
he/she was at the age of 4-5?’ was examined using a chi-square test of independence. 
The result revealed that the relationship between parental level of education and 
                                                
13
 The chi-square test of independence examines ‘the relationship between two nominal variables’ (Smith, 
et al., 2008: 420). 
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exposure to Standard Arabic books before attending primary school was significant (N 
= 194, chi-square value = 26.0714, df = 1, p < 0.01; see Table 4.8; and Table 9.A in 
Appendix 9). Hence, the findings suggest that parents who hold a bachelor’s degree or 
higher qualification are more likely to read to their children before primary school than 
those who have lower levels of education.  
 
Table 4.8 Results of a chi-square test examining the relationship between parents’ reading to their children and their 
education levels 
 
Did you read Standard Arabic 
books to your child when he/she 





One of the parents has 
at least a bachelor's 
degree 
Count 75 32 107 
Expected 
Count 
57.4 49.6 107.0 
Neither parent has more 
than a high school 
education 
Count 29 58 87 
Expected 
Count 
46.6 40.4 87.0 
Total  104 90 194 
 
4.14 Attendance at preschool and parents’ education and monthly income levels 
 
Two chi-square tests of independence were carried out to examine whether there was a 
relationship between parents’ level of education and attendance at preschool, and family 
incomes and attendance at preschool. Based on the questionnaire data (Item 10), the 
participating children were divided into two groups. The first included those children 
who were reported to have attended only nursery, only reception, or both reception and 
nursery, while the other group contained those children who were reported to have 
never attended preschool. The participating parents were divided into two categories 
based on level of education in the same way as in the previous section. The relationship 
between these four groups was examined using a chi-square test of independence. 
                                                
14
 It should be noted that when the degree of freedom (df) is 1, the chi-square score is considered 
significant if it is 3.84 or larger (Vaughan, 2001: 82). In addition, ‘the larger the chi-square score [is], the 
smaller the’ p value becomes (Vaughan, 2001: 81). Df in 2 × 2 tables (as in the case of the test in this 
section) is 1. The formula for calculating df is as follows: ‘df = (number of rows - 1) × (number of 




The results showed that the relationship between parental level of education and 
attendance at preschool was significant (N = 200, chi-square value = 34.3, df = 1, 
p < 0.01; see Table 4.9; and Table 9.B in Appendix 9). The findings suggest that 
children who have one parent holding a bachelor’s degree or higher qualification are 
more likely to attend preschool than those children who have parents holding lower 
levels of education. 
 
Table 4.9 Results of a chi-square test examining the relationship between children’s preschool attendance and their 
parents’ level of education 
 
Did the child attend 
preschool? Total  
No Yes 
Parents' levels of 
education 
One of the parents has at least a 
bachelor's degree 
Count 30 81 111 
Expected 
Count 
50.5 60.5 111.0 
Neither parent has more than a 
high school education 
Count 61 28 89 
Expected 
Count 
40.5 48.5 89.0 
Total  91 109 200 
 
The results of a chi-square test of independence also revealed that the relationship 
between attendance at preschool and parents’ monthly incomes was statistically 
significant (N = 189, chi-square value = 18.6, df = 1, p < 0.01; see Table 4.10; and 
Table 9.C in Appendix 9). That is, the findings suggest that children who come from 
families earning monthly incomes of more than 10,000 SR (£1,740) are more likely to 
attend preschool than those who come from families earning less monthly incomes. 
 
Table 4.10 Results of a chi-square test examining the relationship between children’s preschool attendance and their 
parents’ monthly incomes 
 





No more than 10,000 SR/£1,740 
Count 58 37 95 
Expected 
Count 43.2 51.8 95.0 
Over 10,000 SR (£1,740) to 25,000 
SR (£4,350) or higher 
Count 28 66 94 
Expected 
Count 42.8 51.2 94.0 





4.15 Summary  
 
This chapter has presented the questionnaire data, which reveal four main findings in 
relation to preschool language experiences. 
• Local Arabic appears to be the predominant language used at home, with 97% of 
the participating families stating that this variety was used entirely or mainly 
when communicating with their children during the preschool period. 
• The amount of exposure to Standard Arabic during the preschool period was 
generally low amongst the participating children. No less than 58.8% of the 
children in the four schools were reported to have never been, or to have rarely 
been, exposed to this Arabic variety through audio materials and games. 
Moreover, 45.5% of the children were reported to have never been exposed to 
Standard Arabic books during the preschool period. 
• It emerged that Standard Arabic television programmes were the most common 
source of exposure to this variety during the preschool period for the majority of 
the participating children. In fact, 80.5% were reported to have watched 
television programmes broadcast in Standard Arabic at least once or twice a 
week at age 4 or 5. Over 63% of the children were also reported to have watched 
television programmes broadcast in Local Arabic. 
• The children in NCS, whose parents had higher monthly incomes and higher 
education levels compared to the parents of students in the other schools, 
appeared to have experienced Standard Arabic more frequently than their 
counterparts in the other participating schools, while the opposite was true for 
the children in SCS.  
 
The majority of parents appeared to have a positive attitude towards learning and 
experiencing Standard Arabic during the preschool period: more than 83% of the 
parents in the four schools agreed that children should be exposed to this variety during 
the preschool period through books, television and audio materials and that children 
should start learning Standard Arabic at the age of 4–5. The findings have also shown 
that a notable number of children (almost half) were reported to never have attended 
preschool, with a marked difference between the four participating schools. The 
students in NCS and ECS had the highest percentages of attendance (86% and 64.3%, 
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respectively), while the students in SCS and WCS had the lowest (18.4% and 27.3%, 
respectively). 
 
Chi-square tests of independence were employed to examine the relationships between 
different variables presented in this chapter and revealed the following results. 
• A significant relationship was found between reading to children (using 
Standard Arabic books) during the preschool period and the parents’ level of 
education. The findings suggest that families in which at least one parent holds a 
bachelor’s degree or higher qualification are more likely to have a parent who 
reads to his or her child before the child enters the school system than families in 
which the parents have lower levels of education (chi-square value = 26.07, df = 
1, p < 0.01). 
• There was also a significant relationship between children’s preschool 
attendance and their parents’ levels of education. The results indicate that 
children who have at least one parent with a bachelor’s degree or a higher 
qualification are more likely to attend preschool education than those whose 
parents have lower levels of education (chi-square value = 34.3, df = 1, p < 
0.01). 
• Similarly, a significant association between children’s preschool attendance and 
their parents’ incomes was discovered. Children from families earning no more 
than 10,000 SR (£1,740) a month are less likely to attend preschool education 
than those from families with higher monthly incomes (chi-square value = 18.6, 
df = 1, p < 0.01). 
 
The next chapter supplements the questionnaire findings with additional information 
that emerged from the interview data (with the participating fathers).  
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Chapter 5 Fathers’ reports of preschool language experiences 
5.1 Introduction 
 
Twenty-eight fathers (members of the families who participated in the questionnaire 
survey presented in the previous chapter) were interviewed to explore issues pertaining 
to preschool language experiences, their attitudes towards Standard and Local Arabic as 
well as their views about the diglossic situation. Questionnaires are commonly used in 
combination with interviews in educational and applied linguistic research to 
supplement the questionnaire data with further details (Dörnyei and Taguchi, 2010; 
Harris and Brown, 2010). In this chapter, I complement the questionnaire findings with 
additional information that emerged from the follow-up interviews. 
 
The current chapter is structured as follows: a background of the participants and data 
collection is presented in Subsection 5.1.1, while the analytic steps taken to yield the 
findings are outlined in Subsection 5.1.2. Section 5.2 gives a brief account of the 
backgrounds of the participating families. In Section 5.3, preschool exposure to 
Standard Arabic through books, television, audio materials and games is discussed, 
while the language spoken at home is described in Section 5.4. The fathers’ language 
attitudes in relation to the use of Standard and Local Arabic as well as their views on the 
diglossic situation are explored in Sections 5.5 and 5.6, respectively. The data regarding 
language varieties are provided in Section 5.7, whereas attendance at preschool is 
discussed in Section 5.8. The final section (Section 5.9) provides a summary of the main 
findings presented in this chapter. 
 
5.1.1 Participants, data collection and analytic procedures  
The data collection for the current study took place during a period of over three 
months. The questionnaires were distributed in the middle of the second month of my 
fieldwork and gathered over the subsequent 10 days, while the follow-up interviews 
with the fathers were carried out towards the end of the fieldwork period. 
 
I interviewed 28 fathers from the families who took part in the questionnaire survey and 
whose children were attending ECS and SCS (15 fathers with children in ECS and 13 in 
SCS). Most of these children were also present during the interviews and occasionally 
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answered questions. All the parents who were interviewed were the fathers, as it was 
difficult to conduct interviews with the mothers owing to the families’ religious and 
cultural adherence. Eight of the children’s fathers agreed to have the interview recorded. 
The remaining 20 fathers did not feel comfortable with a recording being made, as there 
were some worries and suspicions about the data that were to be collected, therefore, I 
used field notes (see examples of the field notes in Appendix 5). 
 
The interviews were semi-structured, with each taking between 10 and 20 minutes. 
Sixteen of the children’s fathers were interviewed at their homes, whereas the remaining 
12 interviews took place at public cafes near the participants’ homes. The interviews 
were conducted in Arabic. I asked the fathers about five issues (which were also 
investigated in the questionnaires) in order to complement the questionnaires with 
further explanations and details. The five main issues that were explored in the 
interviews were: 1) the families’ backgrounds, 2) preschool language experiences, 3) 
spoken language at home, 4) attendance at preschool and 5) parents’ views on learning 
and exposure to Standard Arabic before attending primary school. The answers of the 
interviewees were compared with the responses provided in the questionnaires 
(regarding their children) in order to check for consistency and to detect any differences 
(i.e. whether the interviews findings are similar to the questionnaires).  
 
Procedurally, each of the returned questionnaires in SCS and ECS had the children’s 
names15 and their parents’ contact numbers16, for two reasons: 1) so I would be able to 
contact the children’s fathers to obtain their consent to be interviewed and 2) to make it 
simple to match the questionnaires completed by the interviewees with the interview 
data. More specifically, before each interview that took place in Riyadh, I read the 
questionnaires that were completed by the fathers (or their spouses) who were going to 
be interviewed and prepared some specific questions to obtain more details or to seek 
clarification to some of the responses that were provided in the questionnaires. For 
                                                
15
 The participants’ real names were used during the analysis, for analytic reasons, while fictitious names 
were used, where necessary, when presenting the data in this thesis.  
16
 On the first page of the questionnaire (designed for the two focal schools; namely, SCS and ECS), 
there was an item where I requested the telephone number of child’s caregiver, which was filled in by 
most of the participating parents (please see Appendix 3). 
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example, for those parents who indicated that they did not buy Standard Arabic books, I 
asked them to explain why they did not do so. 
 
5.1.2 Analytic steps 
A detailed discussion on how the interview data were analysed is provided in 
Subsection 3.7.1. The analytic steps that were taken in order to yield the findings 
presented in this chapter are as follows. 
1. As explained in the previous subsection, the majority of the follow-up 
interviews (20 out of 28) were recorded using field notes, while the eight 
remaining interviews were audio recorded. All the recordings were transcribed 
verbatim. 
2. I carefully listened to all the recordings and read through the field notes multiple 
times in order to familiarise myself with them and to gain a deep understanding 
of the data. 
3. A thematic analysis approach was adopted for classification and summarising of 
the interview data, through the process of coding the data: 
a. The codes were developed by carefully listening to the recordings and 
reading the field notes. The interviews were coded through inductive coding 
(Braun and Clarke, 2006; Thomas, 2006). I developed the codes directly by 
examining the data without having a priori ones. 
b. I initially created the codes by providing descriptions that reflected the topics 
discussed (Charmaz, 2006: 48). 
c. The initial codes were then carefully refined and edited where necessary. In 
addition, the codes that were related in meaning were combined in order to 
create a larger category (Cohen et al., 2007). 
d. The codes and categories emerging from the different interviews were 
compared and contrasted in order to find data patterns. The central themes 
(i.e. themes that represented the essence of the key ideas and patterns of the 
data) were then identified (Cohen et al., 2007). 
e. Drawing on the work of Burnard (1991: 463), I asked a Saudi colleague who 
was working on a PhD in applied linguistics in London to read and code 
independently two random interview transcripts and one set of the field notes 
(without seeing the codes created by the researcher). We then discussed and 
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compared the codes and categories identified by each of us in order to find 
the similarities and differences, and our codes were broadly similar (see 
Subsection 3.7.1). This step helped to ensure that the codes were 
understandable and reflective of the data. 
4. The questionnaires were matched to the interviews; the fathers’ interview 
answers were checked against the responses provided in the questionnaires 
(concerning their children) in order to examine their consistency (see Appendix 
10). 
 
A concise summary of the key findings from the interviews is presented in this chapter, 
while the central themes that emerged from the data can be found in Appendix 11. 
 
5.2 The participating families’ backgrounds 
 
In my field notes, I recorded that the houses and flats that I visited in south Riyadh (near 
SCS) can be described as poor quality, old and modest, which generally reflects the low 
socioeconomic status of the families who live there. The neighbourhoods in east Riyadh 
(near ECS) were noticeably better, with mostly larger and relatively more modern 
houses, which can be considered as ordinary by most Saudis’ standards. The analysis 
shows that the information that was provided in the questionnaires in terms of number 
of household members, parents’ levels of education and parents’ jobs was very 
consistent with the interview data. The only difference was that one father said in the 
interview that he was a primary graduate, but in the questionnaire he reported that he 
had obtained a middle school education. 
 
5.3 Preschool language experiences   
 
5.3.1 Books 
The answers provided by the interviewees, in terms of buying Standard Arabic books in 
the preschool period, were generally consistent with the questionnaires (presented in 
Chapter 4). However, two fathers provided rather inconsistent responses in terms of 
frequency of buying books in Standard Arabic. One said in the interview that he did not 
buy any Standard Arabic books before primary school, while in the questionnaire he 
indicated to have bought 1–3 Standard Arabic books. The other father said that he 
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bought around two Standard Arabic books, whereas in the questionnaire the child was 
reported to have been bought 4-6 such books (see Appendix 10). The findings of the 
interviews (in regard to reading Standard Arabic books to the children before entering 
the school system) were also consistent with the questionnaire data except for one 
difference: one of the interviewees said that the child was never exposed to Standard 
Arabic books before attending school, but in the questionnaire the mother indicated he 
was read to using Standard Arabic books once a month between the ages of four and 
five (see Appendix 10). 
 
What the interviews added to the questionnaire data was that the interviewees were able 
to provide reasons why those who indicated that they had not bought Standard Arabic 
books nor read them to their children before attending primary school had done so. Four 
of the fathers, who were reported in the questionnaires to have a low level of education 
(no higher than primary school), explained that they did not read Standard Arabic books 
or buy them for their children before primary school, because they could not read or 
their literacy was poor. Moreover, three of the fathers said that they did not read these 
books or buy them for their children, because the children were not interested in such 
matters, whereas two of the fathers claimed that four and five-year-olds are too young 
for having Standard Arabic books because they cannot understand this variety. In 
response to the question ‘Could you explain why you did not buy Standard Arabic 
books for your son before primary school?’, one of the interviewees (Mr Tam), who 
was reported in the questionnaire as a primary graduate, said: ‘well, he [the child] is not 
interested that much in this stuff. Is such a useful thing?’ (excerpt17 from the interview 
data). Mr Tam asked me to clarify the importance of reading Standard Arabic books for 
his children in the preschool period by saying ‘is such a useful thing?’. 
 
Two of the participants stated they were too busy with their jobs and therefore did not 
have time to buy Standard Arabic books or read them to their children when they were 
between the ages of four and five. However, five of the interviewees indicated, in 
retrospect, that not doing so might have been due to negligence on their part. For 
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 Short quotes (no longer than 20 words) that were used from the data are translated into English without 




example, three of the fathers said they should have read these books to their children 
before they entered school. One of the interviewees (Mr Ahmed) said that: 
 
مﺎﻣﺗھﻻا) آ لا كاذ ﺎﻧﮭﻣ ..آ ﺎﻣ شﺎﻣ فﺳﻸﻟ ﷲو [ﺔﻛﺣﺿ] بﻌﺷﻛ ﺎﻧﺣ ..فرﻌﺗ ..ﺎﻧﺣا ﺎﻣ .. ﷲو :دﻣﺣأ( ..ﻼﻌﻓ ﻻاو ﻼﻌﻓ ﻻاو ..
و ﻲﻧﺣﺻﻧ دﻗ ﻼﺻأتﯾﺑﻟا ﻲﻓ ﺔﺑﺗﻛﻣ دوﺟو ةرورﺿ ..دﺣا  
Mr Ahmed: honestly..18 we don’t.. you know.. we as Saudis [laughs].. to be honest er.. unfortunately 
we do not er (care) that much.. but indeed indeed.. someone already has advised me of the 
importance of having a bookcase at home 
(Excerpt from the interview data) 
 
One of the interviewees (Mr Faisal), who reported as holding a bachelor’s degree, 
asserted that, in addition to being relatively relaxed about this matter (i.e. reading 
Standard Arabic books or buying them for his child), there is a lack of such books that 
are purposeful and suitable for preschool children in Saudi Arabia (and the Arab world), 
unlike English books. 
 
The main reasons provided by the interviewees for not buying Standard Arabic books or 
reading them to the children before primary school are summarised in Table 5.1. 
 
Table 5.1 The main reasons for not buying Standard Arabic books or reading them to preschoolers (as provided by 
the interviewees) 
Category Reasons 





Some parents could not read or their literacy was too weak. 4 
Standard Arabic books was not read to the children or bought for 
them due to negligence on the parents’ part (as indicated by the 
interviewees). 
5 
Another reason was because a number of parents did not have 
time for doing such activities (reading/buying Standard Arabic 
books). 
2 
One father seemed not to recognise the importance of 





The children were not interested in having Standard Arabic 
books read to them. 3 
Standard Arabic books were claimed to be too difficult to 
understand for four and five-year-olds. 2 
Reasons related 
to books 
There is a lack of suitable Standard Arabic books (in Saudi 
Arabia) for children at the age of between four and five. 1 
                                                
18
 Transcription keys (in all the long excerpts presented in this chapter): R = the researcher; the two dots 
(..) means a short pause; round brackets () are used for unclear utterance; explanations and non-verbal 
actions are provided between square brackets []; the three dots between square brackets [...] indicates an 




All the fathers who indicated to have read Standard Arabic books to their children 
before they entered the school system stated in the interviews that they read in Standard 
Arabic and also used Local Arabic to explain what they were reading, which is in line 
with the questionnaire data. In the interviews, the fathers explained that they did so due 
to the fact that the children did not (fully) understand Standard Arabic.  
 
5.3.2 Television 
The information provided by the fathers in the interviews in relation to the frequency of 
watching television by the children before they attended primary school was generally 
consistent with the responses in the questionnaires (see Appendix 10).  
 
In the previous chapter, it was shown that 9% of the children were reported to have 
rarely or never watched Standard Arabic television programmes and the interviews 
revealed some reasons explaining why this was the case. The fathers of these children 
(who were reported in the questionnaires to have rarely or never watched Standard 
Arabic television programmes before attending school) reported that their children were 
not interested in watching television during the preschool period, because they preferred 
to play games, such as football or with their toys. In addition, one of the fathers (who 
was indicated in the questionnaire to have a low level of education and low 
socioeconomic status) said that there was no television in his home and his children, 
before they attended primary school, most usually would play with their bikes or engage 
in football. 
 
Almost invariably, the interviewees agreed that animated cartoons were the most 
common type of programmes the children chose to watch in the preschool period 
(which is in line with the questionnaire data). What the interviews added to the 
questionnaire data was that the participating fathers and children provided the names of 
programmes/channels that the children used to watch before Year One, which are 
presented in Table 5.2, by frequency. Furthermore, four main issues became apparent 
from the interviews in relation to watching television in the preschool period: 
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• Before Year One, the majority of the participating children appeared to have 
watched programmes and channels in Standard Arabic as well as in Local 
Arabic. They were also reported to have watched some programmes that were 
broadcast entirely in English, such as Tom and Jerry. 
• Tom and Jerry (which is broadcast in English) was mentioned by eight of the 
fathers and their children, appearing to be a popular animated television series 
that preschoolers watch on television. 
• The participants mentioned a number of channels and programmes that are 
broadcast entirely in Standard Arabic, which the majority of the children 
appeared to have watched before attending primary school, such as SpongeBob 
and the Spacetoon Channel. An example of the language used in SpongeBob can 
be found in Appendix 12. 
• As for the programmes and channels broadcast in Local Arabic, Toyor Al Janah 
appeared to be the most popular channel the children were reported to have 
watched before they entered the school system. This channel mostly produces 
songs in Local Arabic (an extract of one of the most popular Local Arabic songs 
produced by this channel is provided in Appendix 13). Three of the fathers also 
reported that their children watched animated television series that were 
produced entirely in Local Arabic, such as Aladdin and Hammany and Aziz (see 
examples of the language used in such programmes in Appendix 14). 
 
Table 5.2 Names of the programmes and channels the children were reported to have watched before primary school 
Programme/channel 
name 
Type Broadcast in Frequency of 
mentions 
Tom and Jerry Animated TV series English 8 
Toyor Al Jannah channel Kids’ channel for 
songs 
Mostly songs in Local 
Arabic 7 
SpongeBob Animated TV series Standard Arabic 4 
Spacetoon Kids’ channel Standard Arabic 4 
MBC3 Kids’ channel Standard Arabic 3 
Ben Ten Animated TV series Standard Arabic 2 
Jeem channel Kids’ channel Standard Arabic 1 
Bara’am channel Kids’ channel Standard Arabic 1 
Mawkli Animated TV series Standard Arabic 1 
Ninja Turtles Animated TV series Standard Arabic 1 
Aliens Animated TV series Standard Arabic 1 
Gambol Animated TV series Standard Arabic 1 
Wrestling Sport show English or Standard Arabic 1 
Hammany and Aziz Animated TV series Local Arabic 1 




Four of the interviewees stated that Standard Arabic television programmes had an 
influence on their children’s language when they were at the ages of four and five. They 
explained that, before Year One, their children used some Standard Arabic words and 
sentences that they appeared to have picked up from the television. For example, one of 
the interviewees (Mr Ahmed) said that: 
 
 نﯾﺣﻟا مﻠﻛﺗﻧ ﺎﻧﺣﻣ يز ..ﺔﯾﻣﺎﻌﻟا ﺔﺟﮭﻠﻟﺎﺑ فرﻌﺗ ﻼﺻأ تﯾﺑﻟا ﻲﻓ ..فرﻌﺗ نﻷ ..برﻐﺗﺳأ ﺎﻧأ ﻼﻌﻓ ﻻاو :دﻣﺣأ ..يدﺎﻋ
.] مﻼﻛ ﻲﻟ بﯾﺟﯾ ﻲﻧﻌﯾ دﻟوﻟا ﺎﻧﺎﯾﺣأ نﻛﻟ.ﻲﻧﻌﯾ برﻐﺗﺳأ ﺎﻓ ..هﺎﻧﻠﻗ ﺎﻣ ﺎﻧﺣ [.  
Mr Ahmed: indeed I was surprised.. because you know.. at home you know [we speak] in 
ala’amia [Local Arabic].. the normal  language as the one we are speaking right now.. but 
sometimes the boy.. I mean he said [Standard Arabic] words that [...] we have not used 
before.. so I was surprised 
(Excerpt from the interview data) 
 
Mr Ahmed (and all the interviewees) referred to Local Arabic as ala’amia or ‘the 
common language’, such as in the quotation above, which is consistent with what was 
explained in Chapter 1. Mr Ahmed gave some examples of Standard Arabic sentences 
that the child had picked up from the television and used to say when he was aged four 
or five, such as سﺎﻌﻧﻟﺎﺑ رﻌﺷأ ﻲﻧﻧإ ‘I feel drowsy’ and ذﯾذﻟ مﺎﻌط ﮫﻧإ ‘It is a delicious food’, 
which Arabic speakers do not commonly use in everyday language. 
 
5.3.3 Audio materials and games 
The fathers’ reports in the interviews with respect to the frequency of children’s 
exposure to Standard Arabic through audio materials and games were consistent with 
the questionnaire findings, except for one who indicated in the questionnaires that the 
child used to listen to Standard Arabic materials once a month, but in the interview he 
said the child never listened to such materials before attending school (please see 
Appendix 10).  
 
The interviews revealed a number of reasons for explaining why some children were 
reported in the questionnaires to have rarely or never listened to Standard Arabic 
materials or played with games containing Standard Arabic before attending school. 
The fathers of these children explained that their children did not do so simply because 
they were not interested in such activities, preferring to play with their video games 
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consoles, watching animated television series or playing non-language-related games 
with bikes, footballs and toy cars etc. It appeared from the interview data that video 
games consoles, such as PlayStation, were popular with the children during the 
preschool period. Eight of the interviewees (from both focal schools) stated that, during 
the preschool period, their children used to play with video games consoles every day 
for up to two hours. The most common types of video games the children used to play 
with were ‘football games’, with ‘car games’ being the second most popular type 
mentioned by the fathers and their children in the interviews. For example, the 
following conversation took place during the interview with one of the fathers (Mr 
Tam) and his son (Saleh), in which the child indicated that he used to play with 
PlayStation before attending primary school: 
 
:ﺚﺣﺎﺑ ﺖﻨﻛ  ﻞﺒﻗ ﺮﯿﺜﻛ نﻮﯾﺰﻔﻠﺘﻟا فﻮﺸﺗ؟ﻲﺋاﺪﺘﺑا ﻰﻟوأ  
R: did you watch television a lot before Year One? 
:ﺢﻟﺎﺻ ﻦﺸﯿﺘﺳ يﻼﺑ ﻻ 
Saleh: no PlayStation 
:ﺚﺣﺎﺑ ﮫﯾإ؟ﺮﯿﺜﻛ ﮫﯿﻓ ﺐﻌﻠﺗ ..ﷲ ءﺎﺷ ﺎﻣ ..ﻦﺸﺘﺴﯾﻼﺑ ..  
R: I see.. PlayStation.. cool.. did you play a lot with it? 
:ﺢﻟﺎﺻ هﻮﯾأ 
Saleh: yes 
:ﺚﺣﺎﺑ ﻦﺸﯿﺘﺴﯾﻼﺑ ﺐﻌﻠﺗ ؟ﺮﺜﻛأ نﻮﯾﺰﻔﻠﺘﻟا فﻮﺸﺗ ﻻاو ﺮﺜﻛأ  
R: which one did you spend more time on.. playing with PlayStation or watching TV? 
:ﺢﻟﺎﺻ ﻦﺸﯿﺘﺴﯾﻼﺒﻟا 
Saleh: PlayStation 
:ﺚﺣﺎﺑ ؟ﻦﺸﺘﺴﯾﻼﺒﻟا ﻲﻓ ﺐﻌﻠﺗ شو 
R : what type of PlayStation games did you play with? 
:ﺢﻟﺎﺻ مﺪﻗ ةﺮﻛ 
Saleh: football 
:ﺚﺣﺎﺑ ] ﷲ ءﺎﺷ ﺎﻣ.؟نﺎﻤﻛ ﺶﯾإ [..  
R: cool [...] what else? 
:ﺢﻟﺎﺻ تارﺎﯿﺳو مﺪﻗ ةﺮﻛ 
Saleh: football and cars 
:ﺚﺣﺎﺑ ؟ﻦﯿﻣ ﻊﻣ ﺐﻌﻠﺗ 
R: who did you play with? 
:ﺢﻟﺎﺻ ﺎﯾﻮﺧأو ﺎﻧأ 
Saleh: my brother and I 
 
Four of the participating fathers pointed out that the language of instruction used in 
PlayStation games (football and cars) was English. That is, the instructions used to start 
the games (such as choosing teams, settings and so on) were in English. They said the 
children did not know the English in such games, but once they were shown which 
options to choose to start them, they picked it up and learned what to do because setting 




The interviews added further information in relation to those children who were 
reported to have played with games containing Standard Arabic before primary school. 
Specifically, the interviewees mentioned two types of games that the children played 
with, namely, kids’ laptops (that contain the alphabet and numbers as well as parts of 
the Qur’an) and cube toys that contain Standard Arabic letters and words. 
 
5.4 The predominance of Local Arabic in the spoken language at home 
 
All the participating fathers agreed, in the interviews, that ala’amia [Local Arabic] was 
the language used at home when the children were at the ages of four and five, which 
confirms the questionnaire findings presented in Chapter 4.  
 
The majority of the interviewees (N = 19) said that they used Local Arabic at home, 
basically because it is the ‘normal/common language’ to be used in communication at 
home unlike using alfusha [Standard Arabic]19 in everyday interactions, which is against 
the norm in Saudi society. Moreover, one of the participating fathers (Mr Sultan) argued 
that parents should not talk with their children using Standard Arabic, because if the 
children used it with other people in everyday communication, the other people would 
laugh at them and this might cause the children psychological problems. Three of the 
fathers stated that they did not use Standard Arabic at home, because they had not 
mastered it or even tried to, because it is not normally used in the home. For instance, 
one of the interviewees (Mr Fahad), who is a primary graduate, said: 
 ﺎﻧﺣ :دﮭﻓﻣﺎﻋ دﺻﻘﯾ] حوﺗﻔﻣ ﻊﺿوﻟا كﻠﻗأ ﺎﻧأ ﻊﺿوﻟا نﻷ ..ﺔﯾﺑرﻌﻟا ﺔﻐﻠﻟا ﻲﻧﻌﯾ مﻠﻛﺗﻧ نﺎﺷﻋ ..اذھ ﻲﺷﻠﻟ ﺎﻧﺄﯾﮭﺗ ﺎﻣ ﻼﺛﻣ ﺎﻧﺳوﻔﻧﺑﺎ  سﯾﻟو
ﻧﺎﻛﻣﺎ ﺻﺎﺧﺎ رطﺿﺗ تﻧﺄﻓ ﺔﯾﺑرﻋ ﺔﻐﻟ مﮭﻠﻛ نوﻣﻠﻛﺗﯾ ﺔﻌﻣﺎﺟﻟا ﻲﻓ ﻲﻠﻟا كﺗﻋوﻣﺟﻣ نوﻛﯾو ﺔﻌﻣﺎﺟ ﻲﻓ نوﻛﺗ ﻼﺛﻣ زﯾﻛرﺗ ﻲﺷ ﻲﻓ ﺎﻣ ..[
ﻣﻛ ..اذھ ﻲﺷﻟا مﻠﻛﺗﺗ ﺔﺳاردﻛ وﺿرﺑواذھ عوﺿوﻣﻟا فﻠﺗﺧﯾ ..اذﻛ يز ﻲﺷ وأ ةرﺳﺄﻛ وأ لﻣﻌﻛ ﺎﻧﺣ ..ﻻ ﺎﯾﻟﺎﺣ نﻛﻟ ..ﻲﻧﻌﯾ ﺞﮭﻧ  
Mr Fahad: we ourselves for instance have not been prepared for this.. to talk I mean using the 
Arabic language [Standard Arabic].. because I’m telling you there is no particular reason.. it’s not 
like when you are at the university and your classmates talk to you in the Arabic language 
[Standard Arabic] so you have to talk back to them in the same language.. and also because of the 
curriculum [which is in Standard Arabic].. but here no.. with the family or at work and so on.. the 
situation is different 
(Excerpt from the interview data) 
 
                                                
19
 The interviewees referred to Standard Arabic as alfusha or the Arabic language (see Chapter 1). 
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Mr Fahad and most of the interviewees referred to Standard Arabic as ‘the Arabic 
language’ (as in the quotation above), which reflects what Bassiouney (2009) points out 
that ‘native speakers and constitutions in Arab countries do not specify what “Arabic” 
refers to, but it is usually MSA’ (p. 27; see Chapter 1). What Mr Fahad said suggests 
that Arabic speakers seem to be aware of the different functions of using Standard or 
Local Arabic as part of the Saudi societal culture. 
 
Table 5.3 summarises the major reasons given by the interviewees to explain the 
dominant use of Local Arabic at home. 
 
Table 5.3 The major reasons provided by the fathers for using Local Arabic at home 
Reasons No. of fathers providing the reason 
1. Local Arabic is the ‘normal language’ to be used at home. 19 
2. Using Standard Arabic in communication at home is odd. 7 
3. Standard Arabic is associated with formal settings/functions but 
not at home with the family. 2 
4. Some parents have not mastered Standard Arabic. 3 
 
5.5 Fathers’ language attitudes 
 
The interviews revealed that the majority of the participating fathers appeared to have 
positive language attitudes towards children learning and experiencing Standard Arabic 
in the preschool period. The majority of the interviewees (N = 23) agreed with the fact 
that children should be exposed to Standard Arabic before Year One through books, 
audio materials and television programmes. In addition, half of the fathers (N = 14) 
seemed to believe that children are able to read Standard Arabic books before attending 
primary school. The findings of the interviews are consistent with the questionnaire data 
except for five cases, where the mothers filled in the questionnaires20 giving information 
that was different from that provided by the fathers in the interviews. 
 
One of the findings that emerged from the interview data is that 19 of the interviewees 
seemed to believe that Standard and Local Arabic have relatively different functions. 
                                                
20
 This was known from the first item of the questionnaire, which was ‘Who is filling out this 
questionnaire?’ (please see Appendix 3). 
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These 19 fathers indicated that Local Arabic is mostly associated with everyday 
communication and therefore it is the variety that is used at home or with colleagues at 
work. They referred to Local Arabic as ‘the normal language’ or ‘the common 
language’, which gives an indication that Local Arabic is the language that is commonly 
used in communication among speakers in Saudi society. Moreover, seven of the fathers 
stated that Standard Arabic is mostly used in formal situations, such as at university.  
 
It appeared from the interview data that the participating fathers seemed generally to 
hold Standard Arabic in very high esteem as they had positive attitudes towards it, in 
particular, nine linked it with the Qur’an. For example, when one of the interviewees 
(Mr Kamal) mentioned Standard Arabic, he said ‘if you speak in alfusha [Standard 
Arabic], the language of the holy Qur’an […]’ (excerpt from the interview data). In 
addition, one of the fathers (Mr Fahad) stated that ‘the Arabic language [Standard 
Arabic] is our language, we are proud of it, and everyone is proud of it’ (excerpt from 
the interview data).  
 
5.6 Fathers’ perceptions of the influence of diglossia on children 
 
A number of the fathers commented on the coexistence of Standard and Local Arabic. 
For example, one (Mr Kamal) pointed out how the limited use of Standard Arabic in 
Saudi society influences children when they start primary school (at the age of 6-7), in 
that they might have difficulties in understanding this Arabic variety. He explained that: 
 :لﺎﻣﻛ ﺔﻐﻠﺑ ..ﺔﯾﺑرﻌﻟا ﺔﻐﻠﻟﺎﺑ ﮫﺑﯾﺟﺗ ﺎﻣﻟ نﻛﻟ ..كﻣﮭﻔﯾﺑ نﻛﻣﻣ ﻲﻣﺎﻌﻟا ﺔﻐﻠﻟﺎﺑ ﮫﺑﯾﺟﺗ وﻟ ..ﺔﯾﺑرﻌﻟا ﺔﻐﻠﻟا قطﻧﯾ فرﻌﯾ ﺎﻣ وﻧﻷ
و ..ﮫﯾﻠﻋ بﻌﺻ ﮫﻧإ ﮫﻓوﺷﺗﺑ  ..يذھو ثﯾدﺣﻟا ﺔﻐﻠﺑ ..مﯾرﻛﻟا نآرﻘﻟاﺎھﺎﻧﻌﻣ شو يردﯾ ﺎﻣو بﻌﺻ ﮫﻓوﺷﯾ وھ  
Mr Kamal: because he [the child] can’t speak the Arabic language [Standard Arabic].. if 
you speak to him in ala’amia [Local Arabic] he would understand.. but if you speak in the 
Arabic language [Standard Arabic].. the language of the holy Qur’an.. the language of 
hadith21.. you would find that it’s difficult for him.. and he [the child] would find it 
difficult and would not understand 
(Excerpt from the interview data) 
 
                                                
21
 As explained in footnote 1, Hadith is the sayings of the prophet Mohammad. 
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Another father whose child was attending SCS (Mr Bandar) asserted that the differences 
in the local dialects might cause difficulties in communication in the classroom (in 
terms of comprehension) for some children. He stated that: 
 ؟نوﻛﯾﺑ شو ﺎﻧﺳردﻣ ..نازﯾﺟ ﻲﻓ ﺎﻧدﻧﻋوﻟ نﯾﺣﻟا ..نازﺎﺟ ﻲﻓ ﺎﻧدﻧﻋ كﻟ مﻠﻛﺗا كﻟ تﻠﻗ يز نﯾﻠﺣذ ..سردﻣﻟا بﺳﺣ ﻰﻠﻋ :ردﻧﺑ
 دﺣاو كﯾﺟﯾ ﺎﻣﻟ نﻛﻟ ..ﻲﻧازﯾﺟ ..ﺎﻧﺣا ﺎﻧﺗﻐﻟ سﻔﻧ ﮫﺗﻐﻟ ﻲﻧﻌﯾ ..ﻲﻧازﯾﺟ ..ﺔﻐﻠﻟا هدﻧﻋ فﻠﺗﺧﺗ ..ﻲﺑﯾﺗﻋ دﺣاوو ﻲﻧﺎطﺣﻗ دﺣاو يرﺳود
 ﮫﯾﻠﻋ مﮭﻔﯾﺑ  وﻘﺣ ﺔﻘطﻧﻣﻟا سﻔﻧ نﻣ سردﻣﻟا نﺎﻛ اذإ نﻛﻟ ..ﺔﻋرﺳﺑ مﮭﻔﯾ وﻧأ ﻰﻠﻋ لﻔطﻟا ﻰﻠﻋ بﻌﺻﯾ ..ﺎﻧدﻧﻋ نﻋ وﻘﺣ ﺔﻐﻠﻟا فﻠﺗﺧﺗ
ﺔﺟﮭﻠﻟا سﻔﻧ نﺎﺷﻋ ؟شﯾﻟ 
Mr Bandar: it depends on the teacher.. now as I told you I’ll be talking about Jazan22.. if we were in 
Jazan.. what would our teacher be? Jazani.. so his dialect is the same as our own dialect.. but if the 
teacher was from other tribes.. their dialects would be different.. so it would be difficult for the child 
to understand quickly.. but if the teacher was from the same region that the child came from.. he [the 
child] would understand.. why? because they would speak the same dialect 
(Excerpt from the interview data) 
 
One of the participating fathers whose child was attending ECS (Mr Samir) argued that 
the use of the two varieties in Arabic causes confusion for Arabic-speaking children. He 
explained that his southern local dialect was different from the one used in Riyadh, 
where his child (Ibrahim) had lived for almost all his life. His child was surprised when 
he first heard the southern variety and had difficulty understanding it. Mr Samir added 
that Ibrahim always asked about the different use of Standard and Local Arabic. He said 
how his son used to ask him: ‘Why do you say this word in this way [Local Arabic] and 
not in that way [Standard Arabic]?’. Mr Samir also stated that when Ibrahim entered 
reception, he asked us (his parents) to speak with him in ‘the Arabic language’ 
[Standard Arabic]. 
 
5.7 Language varieties 
 
With regards to language varieties, four issues became apparent from the interview data: 
1) all the participating fathers mainly used Local Arabic in the interviews, but that 
which was used differed from one to another, for each used his local dialect; 2) each 
father reported that local dialects were used at home (which differed from one family to 
another according to the region they originally came from); 3) a number of fathers 
mentioned that Saudi dialects have a number of differences in terms of vocabulary and 
grammar; and 4) several fathers also pointed out that Standard and Local Arabic differ 
substantially. In total, eight Saudi and Arabic dialects were used by the interviewees, 
                                                
22
 Jazan is a city located in the far south of Saudi Arabia, which Mr Bandar was from. 
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namely: Syrian, Egyptian, Sudanese, Jazani (far south of Saudi Arabia), Shahri (south 
of Saudi Arabia), Riyadh, Qassimy (north of Riyadh), and Sudair (north of Riyadh). As 
explained in Section 1.3, because Riyadh is the capital, which is the context in which 
this study took place, 63% of Saudis who live in the city came originally from other 
regions of Saudi Arabia, such as the southern and northern parts of the country, mainly 
in search of work (Alziadan, 2005: 30). Further, 34% of the population in Riyadh have 
come from neighbouring countries, such as Egypt and Syria (Alzaidan, 2005: 30). Thus, 
it is quite usual in the Riyadh community that people communicate with each other 
using different Saudi and Arabic dialects, due to the fact that these are, in general, 
mutually intelligible to Arabic speakers (cf. Bassiouney, 2009). 
 
Two of the interviewees pointed to the fact that southern local dialects in Saudi Arabia 
(namely, Jazani and Shahri) differ from the Riyadh dialect in terms of vocabulary, 
grammar as well as accent. In fact, the distinctions between the Riyadh and southern 
dialects are relatively similar to those between Scottish English (which is similar to the 
Jazani or Shahri) and southern English. In some cases, people who speak the Jazani and 
Shahri dialects to speakers from other Saudi regions (such as the west of Saudi Arabia) 
might sound like Geordie English to speakers who speak southern English dialects, 
especially when speakers of these dialects use heavy accents and words that are 
exclusive to their dialects. Nevertheless, Saudi (and other Arabic) dialects generally 
share many similar words (cf. Bassiouney, 2009) and thus, they are, as aforementioned, 
to a great extent, mutually intelligible to their speakers. 
 
One of the fathers (Mr Kamal), who was reported as a primary graduate, mentioned the 
considerable difference between Standard and Local Arabic, saying that he only spoke 
the latter. He said that: 
 :لﺎﻣﻛ تﻧﻛ مادﻗ ..لوأ لﺎﻐﺷ تﻧﻛلﻐﺗﺷأ .] ..مﻼﻋﻹا ةرازو ﻲﻓ لوأ. ﺎﻣ ..ﻰﺣﺻﻔﻟا آ لا ﺔﯾﺑرﻌﻟا ﺔﻐﻠﻟﺎﺑ يﺎﻌﻣ اوﻣﻠﻛﺗﯾﺑ سﺎﻧ ﻲﻓ [.
ﯾ ..؟لوﻘﯾ شﯾإ لوﻗأ  ..مﯾرﻛﻟا نآرﻘﻟا ﺔﻐﻠﺑ ..؟لوﻘﯾ شﯾإ ﻲﯾوﺧﻟ لوﻗأ ..مﮭﯾﻠﻋ مﮭﻓأ ﺎﻣ ﺎﻧأ ﷲو ﻻ تﻠﻗ ؟ﺔﯾﺑرﻋ ﺔﻐﻟ مﮭﻔﺗ ﺎﻣ تﻧأ ﮫﯾﻟ لوﻘ
مﻠﻛﺗﺗ ..ﻲﻣﺎﻋ ﺔﻐﻟ مﮭﻓأ ..ﺔﯾﺑرﻋ ﺔﻐﻟ مﮭﻓأ  كﻌﻣ مھﺎﻔﺗأ ﻲﻣﺎﻌﻟا ﺔﻐﻠﻟﺎﺑ ﻲﻌﻣﻟا ﺔﻐﻟ ..ﺔﯾﺑرﻌﻟا ﺔﻐﻠﻟﺎﺑ ﺎﻣأ ﺎﻣ يذھ مﯾرﻛﻟا نآرﻘﺎھﺎﻧﺳرﺎﻣ  
Mr Kamal: I used to work in the Ministry of Media […] some people talked to me in the Arabic 
language the er alfusha [Standard Arabic].. in the language of the holy Qur’an.. I did not understand.. 
I asked my workmate what is he saying?.. he replied: why? don’t you understand the Arabic language 
[Standard Arabic]? [I said] no.. I honestly don’t.. if you speak to me in ala’amia [Local Arabic] I can 
answer you.. but I can’t answer you in the Arabic language [Standard Arabic].. the language of the 
holy Qur’an.. because we have not practised it before 




As discussed in Chapter 2, Standard and Local Arabic differ in terms of vocabulary, 
grammar as well as phonology (Ferguson, 1959) and hence people who have not 
learned the former cannot understand it. 
 
5.8 Attendance at preschool 
 
The majority of fathers with children at SCS (N = 11 out of 13) reported that the 
children never attended preschool, while five whose children attended ECS (out of 15) 
indicated that their children had not done so. That is, in total, 16 of the participating 
fathers associated with either school (out of 28) reported that their children had not 
attended preschool education, which is consistent with the questionnaire findings. One 
of the participating fathers (Mr Samir) highlighted the importance of preschool 
education, saying that his son had learned some basic knowledge of Standard Arabic in 
this setting, such as the Arabic alphabet and numbers, which had considerably helped 
him when he started Year One. This parent said that his son was doing very well in 
Year One; attributing this mainly to his child’s attendance to preschool.  
 
The interviewees provided additional information that supplemented the questionnaire 
data, thereby making them richer. They gave four main reasons for not enrolling the 
children in preschool:  
• Eight of the fathers said that there were no available public preschools near their 
homes; 
• Four fathers said they did not enrol their children in preschool for financial 
reasons. They said they could have enrolled their children in private preschools 
but they either could not afford it or thought the government should have 
provided them with free schools; 
• Three of the fathers argued that it was too early for their children to attend 
preschool at the age of four or five; 
• Two of the fathers said that because preschool was not compulsory, they had not 






The findings of the follow-up interviews with 28 fathers from the families who 
completed the questionnaires have been presented in this chapter. The interviews 
complemented the questionnaire findings by adding more details and providing 
clarifications regarding the survey data. The questionnaire data and the interview 
findings converged, i.e. the information provided in the latter generally confirmed what 
the parents revealed in the questionnaires (see Chapter 4). Similar to the questionnaire 
findings, all the interviewees reported that Local Arabic was the main language used in 
communication at home with their children when they were aged between four and five. 
The interviews revealed that Local Arabic was invariably used in the home, whereas 
Standard Arabic was used in formal settings/functions.  
 
The fathers’ language attitudes in relation to Standard and Local Arabic were explored 
in the interviews and the key findings were as follows. 
• The majority showed positive attitudes towards learning and experiencing 
Standard Arabic before entering the school system (which is similar to the 
questionnaire findings). 
• The majority of the fathers indicated that Standard and Local Arabic have 
different functions: Local Arabic is normally used for daily communication, 
such as talking to children at home, whereas Standard Arabic is generally used 
for formal situations or functions. 
• The participating fathers seemed to hold Standard Arabic in very high esteem: 
they had positive attitudes towards it and many linked it with the Qur’an. 
 
Despite both the interview and questionnaire data revealing that the majority of parents 
had positive attitudes towards Standard Arabic, 44.5% of them indicated that they did 
not read Standard Arabic books to their children before they entered the school system 
(as explained in the previous chapter). The interview data in the current chapter has 
provided several explanations for this. Some of the parents (with children at SCS) did 
not do so because they could not read or their literacy was too weak. Other parents 
indicated that this could be attributed to negligence on their part and others asserted that 
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their children were not interested in reading or having Standard Arabic books, which 
was why they did not buy them and/or read them to their children. 
 
A number of the fathers mentioned the influence of the diglossic situation on children, 
with one pointing out how the predominant use of Local Arabic in communication 
makes it difficult for children when they enter primary school because they do not speak 
Standard Arabic. Another argued that in class, students can have difficulties in 
understanding some teachers who use dialects that the children are not familiar with, 
whilst yet another claimed that the use of both Standard and Local Arabic can cause 
confusion for children. Further, all the interviewees used Local Arabic in the interviews. 
However, the type used differed from one father to another, in that each used his 
particular local dialect, amounting to a total of eight. Similarly, each father reported that 
different local dialects were used at home (which differed from one family to another 
according to the region of origin). 
 
Sixteen of the fathers (out of 28) reported that their children had never received 
preschool education, which was consistent with the questionnaire data. The fathers 
provided four main reasons for not enrolling their children in preschool: some said that 
there were no available public preschools near their homes; others explained that they 
could not afford private preschools; a few fathers argued that their children aged 
between four and five were too young to attend preschool and two parents stated that 
preschool was not compulsory. 
 
In the following chapter, I present the data concerning students’ oral linguistic skills 
(speaking and listening). In addition, I discuss how these focal skills may be related to 
preschool language experiences.  
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Chapter 6 Children’s oral linguistic performance 
6.1 Introduction 
 
In this chapter, I present data from two language assessment activities (speaking and 
listening) that took place in two public primary schools in Riyadh. The findings of these 
activities are presented in this chapter and the questionnaire data (shown in Chapter 4) 
are examined to determine if there were any differences in the Standard Arabic 
performances of students who were reported to have been exposed to books in this 
variety before entering the school system and those who were not. I also examine if 
there were any differences in Standard Arabic performance between those who were 
reported to have been enrolled in pre-school and those who were not. 
 
The current study was conducted in Saudi Arabia and Arabic (which is a diglossic 
language) is the language used in the country (see Chapter 1). The context in which any 
given assessments take place should be kept in mind by test users, as Bachman and 
Palmer (1996) rightly point out that ‘as test developers and test users we must always 
consider the societal and educational value systems that inform our test use’ (p. 34). The 
context in which the assessments are conducted can have an influence on the undertaken 
assessments; it can, for instance, have an impact on the focus and types of tasks to be 
used, as is explained in Section 6.4. 
 
This chapter is divided into two main parts: Part One discusses the focus, methods and 
design of the assessments. More specifically, the purpose of the assessments is 
discussed in Section 6.2, whereas the focus of the assessments and the rationale behind 
this are explained in Sections 6.3 and 6.4, respectively. A discussion and explanation of 
the assessments’ designs follow in Section 6.5. Information about the participants is 
provided in Section 6.6. The settings and administration of the assessments are 
explained in Section 6.7. Section 6.8 describes the analytic steps that were followed to 
yield the findings of the assessments. In Part Two, the assessment data are presented. 
The findings on students’ performances in the storytelling activities are discussed in 
Section 6.9, and Section 6.10 follows with consideration of two salient instances of 
students’ language use in the storytelling activities. The outcomes of the listening 
comprehension activities are shown in Section 6.11. Next, the findings in relation to the 
performance in the language assessments against the background of the preschool 
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exposure to Standard Arabic books, and students’ performances in this variety against 
the background of preschool enrolment are presented in Sections 6.12 and 6.13, 
respectively. A summary of the main findings is provided at the end of this chapter 
(Section 6.14). 
 
Part One: Focus, methods and design of the assessments  
 
6.2 Purpose of the assessments 
 
The most common distinction, in relation to assessment purpose, is usually made 
between achievement23 and proficiency assessments (McNamara, 2000: 6). The 
assessments that were carried out in this study fall into proficiency assessments, which 
are defined as assessments that measure ‘a person’s language ability (however this is 
understood), irrespective of how this ability has come about’ (Allison, 1999: 80). In 
addition, while the aim of other assessments is to promote learning, the assessment tasks 
of the current study were conducted to tap into students’ abilities in speaking and 
listening with regards to Standard Arabic. Developing a test includes ‘a design stage, a 
construction stage, and a try-out stage before the test is finally operational’ (McNamara, 
2000: 23). McNamara (2000) points out that this may ‘suggest a linear process’ while in 
fact designing a test is ‘a cycle of activities’ (p. 23). These different stages of 
developing assessment tasks are discussed in the following sections. 
 
6.3 Focus of the assessments 
 
As aforementioned, the assessments that were conducted in the current study were 
focused on the participating pupils’ use of Standard Arabic. Bachman and Palmer 
(1996) define a construct as ‘the specific definition of an ability that provides the basis 
for a given test or test task and for interpreting scores derived from this task’ (p. 21). 
Buck (2001) states that ‘when we make a test, we make it for a particular purpose and 
for a specific set of test-takers, and those form the starting point for test development’ 
                                                
23
 ‘Achievement tests are associated with the process of instruction’, for instance, ‘end of course tests’ 
(McNamara, 2000: 6).  
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(p. 94). Buck (2001) points out that the first stage of developing a test is to define the 
construct/s clearly. The defining of the construct/s helps test developers to understand 
the target ability to be assessed and to develop a suitable task/test for this purpose 
(Bachman and Palmer, 2010). The construct is important at both the theoretical and 
operational level because it represents what test developers are trying to measure, and 
thus, forms the basis for interpreting the yielded test scores (Bachman and Palmer, 
1996; Buck, 2001). 
 
The assessments carried out in the current study were guided by two particular 
constructs, each of which will be specifically defined in this section, with the first being 
focused on listening comprehension. The construct for listening comprehension in this 
assessment is to obtain insights into a child’s ability to understand the Standard Arabic 
elements in the spoken language through listening to a short story designed for children. 
Bachman and Palmer (1996: 18) note that test developers designing a task should keep 
in mind ‘a specific language use domain (i.e. a situation or context in which the test-
taker will be using the language outside the test itself)’. With respect to this, the target 
language use domain is listening to the type of Standard Arabic (short stories in this 
variety) that is used for children in educational settings, which Year One children are 
likely to encounter in the classroom. This linguistic ability is consistent with the aims 
and objectives of the Standard Arabic module that Year One students learn at school 
(see Section 6.4). 
 
Listening comprehension can be generally defined as ‘an active process of constructing 
meaning… by applying knowledge to the incoming sound’ (Buck, 2001: 31). McKay 
(2006) contends that ‘listening plays an important role, not just in language learning, but 
in learning itself’ (p. 207). MacKay (2006) remarks that ‘listening is more difficult to 
assess than speaking because it is “invisible” and has to be assessed indirectly’ (p. 207). 
In listening tasks, ‘there should be a “product”’ to show evidence of children’s abilities 
to understand what they have heard, such as drawing a picture or answering 
comprehension questions (McKay, 2006: 208). In order to obtain evidence of children’s 
abilities to understand the Standard Arabic input they listened to, I chose a task that 
required ‘responding to a series of comprehension questions’ (McKay, 2006: 213), in 
which the children listened to a short story in Standard Arabic (told by the researcher to 
the whole class in the pupils’ classrooms) and then they answered five comprehension 
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questions about it (full details of the assessment’s design are provided in Subsection 
6.5.2). The connection between such a task and the target construct is demonstrated in 
Subsection 6.5.2. 
 
The second assessment was focused on speaking. The construct for speaking in this 
assessment is to tap into a child’s ability to speak using Standard Arabic to describe/talk 
about a given topic in the classroom (in an educational setting). To obtain the necessary 
data, I used storytelling activities in a one-to-one setting in which each child was given 
a range of pictures and then asked to talk about them in Standard Arabic (see further 
details on the assessment design in Subsection 6.5.4). The construct for speaking is 
consistent with the aims and objectives of the Standard Arabic module being learned at 
school by Year One students (see Section 6.4). The relationship between such a task 
(storytelling) and the second construct is discussed in Subsection 6.5.4. It should be 
noted that, in addition to the storytelling activities, samples of students’ spoken 
language use were also collected in a naturally occurring context through the use of 
classroom observation, which will be discussed in Chapter 8. 
 
6.4 Rationale for the focus of the assessments 
 
Two primary reasons support the rationale behind the focus of the assessments: 1) the 
outcomes of the assessments are to be connected with the questionnaire data to explore 
the relationship between the children’s performances in Standard Arabic and preschool 
language experiences, and 2) the constructs for the assessments in this study are 
consistent with the curriculum goals.  
 
As explained in Chapter 2, a number of published studies in the Palestinian context (e.g. 
Iraqi, 1990; Abu-Rabia, 2000) involved examining the relationship between preschool 
language experiences and children’s listening and speaking skills when they start 
primary school. For example, Iraqi (1990) showed that exposure to Standard Arabic 
before Year One had a positive influence on an experimental group that was exposed to 
this variety for 15–20 minutes a day for five months during the preschool period, as the 
group members improved their skills in this variety in terms of listening comprehension 
and storytelling more than the control group that did not receive such exposure. In the 
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current study, these two focal skills (listening and speaking) were assessed in a different 
context (a Saudi context) to examine any connection between children’s speaking 
performances as well as their listening abilities and their preschool language practices 
and experiences (which were explored through the use of the questionnaires, see 
Chapter 4). 
 
The constructs for the assessments in this study are consistent with the curriculum aims 
and objectives. Standard Arabic is one of the key modules that students learn in Year 
One (as explained in Chapter 1). The module focuses on teaching Standard Arabic in 
relation to the four linguistic skills (listening, speaking, reading and writing). It has two 
student textbooks: one covering three units is taught in the first term, and the other 
containing 5 units in the second term. In each of the two textbooks, the aims and 
objectives of the curriculum in relation to the four linguistic skills are set at the 
beginning of each unit. With respect to listening, the Standard Arabic textbook (term 2) 
states that the target abilities related to listening include the ability to understand the 
general meaning of the Standard Arabic audio text (mainly stories) and the ability to 
understand specific information conveyed by this text, which could be indicated by the 
ability to link the characters to the events that occurred in the stories (Ministry of 
Education, 2014: 98). As for speaking, the textbooks taught in the first and second terms 
specify two major aims, namely: 1) the ability to describe orally the content of the 
pictures in Standard Arabic, and 2) the ability to tell a story orally in this variety about 
the events of a pictorial story (Ministry of Education, 2014: 60). 
 
6.5 Designs  
 
6.5.1 Task specifications  
Davidson and Lynch (2002: 20-26) highlight a number of task specifications that should 
be determined before writing/designing the test items and tasks, which serve as a 
blueprint that guides test developers during writing and designing the tests. They point 
out to four main components of test specifications, namely: general description (GD), 
prompt attributes (PA), response attributes (RA), and the sample item (SI). These 
components are discussed in this subsection and then used (in the following 




The GD pertains to the focus and purpose of the task and it includes ‘a detailed 
description of what is to be tested’ (Davidson and Lynch, 2002: 20). The GD allows 
‘test writers to construct items or tasks that are measuring the same thing, and 
conveying a clear sense to all test users of what that thing is’ (Davidson and Lynch, 
2002: 20). 
 
PA is related to the quality and characteristics of what will be given to the test-takers as 
‘prompting’ to elicit particular responses from them in order ‘to demonstrate their 
knowledge or ability in relation to the criterion being tested’ (Davidson and Lynch, 
2002: 22). In other words, as Davidson and Lynch (2002) put it, PA is ‘what will be 
given to the test-taker. As such, it entails the selection of an item or task format, such as 
multiple-choice [items]’ (p. 22). PA should ‘lead to a relevant “response”’, which 
means that ‘a clear connection needs to be maintained between [the] prompting and 
what is being tested’ (Davidson and Lynch, 2002: 23). The PA includes the instructions 
and directions (of how the test-takers will respond to the test items) as well as the item 
format itself (Davidson and Lynch, 2002: 23). RA is associated with how the test-taker 
will provide the answer, for instance, the examinee will select only one correct answer 
from the three alterative options displayed in the test item (Davidson and Lynch, 2002: 
25). Davidson and Lynch (2002) explain that PA and RA are interrelated and 
overlapping.  
 
The SI ‘establishes the explicit format and content patterns for the items or tasks that 
will be written from the spec’ (Davidson and Lynch, 2002: 26). In other words, the SI 
reflects the kind of task the specifications (GD, PA and RA), as a whole, should 
produce. An example of an SI would be: you should first listen carefully to the story 
that will be told by the teacher, and then you will be asked to answer five questions, in 
each question there are three choices in which you only tick one correct answer. In the 
following subsections, I explain how the assessment tasks were designed including the 
components of the test specifications highlighted by Davidson and Lynch (2002), and 




6.5.2 Design of the listening comprehension tasks 
The PA took the form of multiple-choice questions. Each test item24 contained a 
statement or question followed by three options. The RA was in the form of choosing 
only one correct answer by putting a tick (or cross) in a box next to the correct option 
(see an example on p. 128). In such a task, the test-takers (in their classrooms) listened 
to a short story in Standard Arabic (told by the researcher to the whole class) and 
answered five comprehension questions about it (the full task specifications used for 
listening comprehension are provided in Appendix 15). The relationship between such a 
listening task and the first construct (Standard Arabic listening ability) is that the 
participating students would demonstrate their understanding of the Standard Arabic 
input (the story they had listened to) by putting a tick or cross against a multiple choice 
item. 
 
Buck  (2001) states that comprehension questions is ‘probably the most common task 
used to assess listening comprehension’ (p. 134). Such a listening task was carried out 
because it could provide evidence of children’s listening ability in a fairly efficient way, 
in that I could assess a relatively large number of students at the same time (Berry, 
2008: 62). In addition, assessing listening abilities through listening to stories (that were 
designed for children) was expected to attract the pupils’ attentions, and therefore, likely 
to engage them in the activities. The listening comprehension tasks in this study were 
paper-and-pencil tests, for which test-takers were required ‘to respond in writing in a 
standardized test environment where the content of the test papers, administration 
procedures, and marking criteria are same for every candidate’ (Berry, 2008: 61). Paper-
and-pencil tests are typically used to assess receptive language understanding, namely, 
listening and reading comprehension (McNamara, 2000: 5).  
 
Before developing the comprehension questions, I first searched carefully for stories in 
Standard Arabic to be read out loud to the children and then to ask them to answer 
questions about it. In order to select stories that suited the purpose of the current study, I 
searched thoroughly Saudi primary school coursebooks and Standard Arabic storybooks 
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 ‘A test item is the part of the test that requires a scorable response from the test-taker’ (Buck, 2001:61). 
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designed for children. Four major criteria were set out to select the stories in the 
listening activities, which were as follows. 
 
• Stories in Standard Arabic that suit children of ages six and seven. Snow and Oh 
(2011) and McKay (2006) emphasise that, when assessing children, assessors 
should take children’s age into account. Thus, I carefully searched for stories 
designed for six or seven-year-olds that are not linguistically demanding (texts 
that contain simple statements and common Standard Arabic words), easy to 
understand, and seem to attract children. McKay (2006) stresses that, for 
listening tasks, ‘the text and questions should be very carefully chosen to ensure 
that children are able to deal with the cognitive load [and] the literacy 
requirements’ (p. 213). 
• Stories that are culturally appropriate (Mckay, 2006: 213). For example, stories 
about animals that children in Saudi Arabia are likely to be familiar with, such 
as camels or cocks.  
• Stories written in a narrative form. Buck (2001) points out that narratives are 
appropriate for listening comprehension. ‘Most narratives lend themselves well 
to short-answer comprehension questions’ (Buck, 2001: 204). 
• Stories that are reasonably short (stories to be told in less than 2 minutes). 
McKay (2006) states that long texts may make the tasks difficult for the children 
to understand. 
 
I initially selected four texts that met the criteria, which were approved by two 
experienced Year One teachers to be suitable for Year One students25. After the pilot 
study, two of these texts26 were chosen (as is discussed in Subsection 6.5.3; the texts are 
provided in Appendices 16 and 17). 
                                                
25
 I am deeply grateful to Mr Mohammad (in ECS) and Mr Khalid (in SCS), who have long experience as 
primary school teachers (over 20 years) for their advice and help in designing the language assessment 
activities (storytelling and listening). 
26
 Every effort was made to choose stories that the students were not familiar with. Before I chose the 
stories to be used in the listening tasks, I did some background research and checked with the children’s 
teachers to ensure that the stories are not used in the school curriculum and had not been used by the 
teachers before with the children. In addition, in each class, I asked the students whether or not they had 




The children’s literacy skills (reading and writing) were taken into account when 
designing the test content. McKay (2006: 188) points out that test developers should not 
use ‘written text as a basis for an oral assessment task’ or ask children to respond in 
writing in such tasks, when their literacy skills have not yet been developed. According 
to three of the children’s teachers (in ECS), Year One students are in the early stages of 
learning Standard Arabic. They are learning the Arabic alphabet and their literacy skills 
are yet to be developed. In order to make a test that suited the children’s literacy 
abilities, they were not required to provide answers in writing. Instead, the test items (10 
questions) were in multiple-choice format, for which they had to choose (tick) one 
correct answer (out of three choices; please see Appendices 18 and 19). Seven of the 
items (out of 10) were word-based multiple-choice format (i.e. questions and choices 
included only written words with no visuals; see for example question 1 in Appendix 
19), and the remaining three items contained words and visuals in multiple-choice 
format, for example (Question 1 in Story One; Appendix 18): 
 
1. The fox was looking for… 
                                 
                   Water                              A tree                                          Food 
 
The reason behind including two types of multiple-choice format in the tasks (choices 
with visuals and the others without) is because the tasks were designed at two different 
levels of difficulty: the items with no illustrations were more difficult than the other 
items. 
  
Van Dijk and Kintsch (1983) identify two types of questions: global, in which test-
takers need to look for the main idea of the text or to draw a conclusion and local, in 
which those being  assessed are asked to locate specific information or understand the 
meaning of a particular word. Van Dijk and Kintsch (1983) point out that these two 
types of questions are related to each other, in that local information helps in the 
understanding of the global meaning. The designed listening tasks in my study 
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contained these two types of comprehension questions (which are consistent with the 
curriculum goals, see Section 6.4). An example of a global question is ‘At the end of the 
story, did the fox’s plan work?’ (see Q5 in Appendix 18), while the question ‘What was 
the colour of the cock in the story?’ falls into the local questions category (see Q2 in 
Appendix 19). Moreover, the questions of the tasks ‘ask for information in the same 
order in which it occurs in the passage’; because questions that do not follow the same 
order in the text might confuse the test-takers (Buck, 2001: 138), given their young age. 
 
The listening task was designed such that I read the questions aloud to all the students 
and asked them to answer. The questions were numbered, so that they would easily 
know what question was being read. In order to facilitate the process in relation to 
answering the questions for the children, all five questions were written on a sheet of 
A4 paper with a font size of 18 and a horizontal line was drawn between each question 
(see Appendices 18 and 19). Further, because the children were in the early stages of 
learning Standard Arabic, it was deemed appropriate to read the story twice (in each 
task). Buck (2001) states that ‘playing the text twice is a useful way of making difficult 
tasks easier’ (p. 170). 
 
One of the important issues discussed in designing listening comprehension tasks is 
whether the questions should be given to test-takers before or after listening to the text. 
Buck (2001) points out that ‘most scholars recommend giving the questions before 
listening’ (p. 137). However, Sherman (1997) argues that providing a list of questions 
out of context might not be effective as the test givers might hope because the test-
takers can usually make little sense of them until they are put in context. Sherman 
(1997) has shown that providing preview questions is effective and improves the 
listeners’ results when the questions are provided after listening to the text once, but 
before hearing the text for the second time. On this basis, it was decided to give the 
children the preview questions after hearing the story for the first time, but before 
listening to the repetition, for two main reasons: 1) as Buck (2001) argues, ‘in virtually 
all real-world listening situations, listeners know why they are listening and what 
information they need to get from the text’ (p. 137), and 2) to make sure to assess 
comprehension rather than memory (Ur, 1984: 4). In other words, if the children 
listened to a text containing different types of information (without any prior knowledge 
of what the questions are about) and are then asked about specific parts of that text, they 
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might forget some of the answers. However, when the attention is focused on the 
questions before hearing the text, this is likely to help the children, who comprehended 
the text, to remember the answers. 
 
6.5.3 Pilot study of the listening comprehensions 
Piloting of the listening tasks took place at WCS (the children at this school did not take 
part in the main study). One class in WCS, which comprised 31 Year One students, 
participated in the trial. The children performed four listening comprehension tasks. I 
first explained how each task worked. For each of the four tasks, I read a short story in 
Standard Arabic (which lasted for less than 2 minutes). After reading the story for the 
first time, I wrote the five questions on the whiteboard and read them aloud to the whole 
class. I then read the story again and asked the students to answer the five 
comprehension questions. The outcomes of the pilot study revealed the following. 
• Four tasks (stories) appeared to be too much for the students to perform, as the 
children seemed to be tired and to lose focus after the second task. The pupils 
during the first and second stories seemed relatively excited and interested in 
hearing the stories as well as performing the activities. Hence, it was decided to 
use only two tasks in the main study. 
• In the try-out tasks, I only read the questions out loud to the students (without 
reading the choices) and asked them to answer. I then asked students who were 
not able to read the choices (or needed help with reading) to raise their hands 
and a noticeable number of the students did so for each task. I discussed the 
outcomes of the piloting with the two experienced teachers and they 
recommended that I read both the questions and choices to the pupils because as 
Year One students they were still developing their reading and writing skills. 
Thus, I decided to read both the questions and choices out loud to all students in 
the main study as the tasks aimed to assess students’ listening comprehension 
rather than their reading skills, as their reading abilities were yet to be developed 
(cf. Buck, 2001; McKay, 2006). 
• I replaced one of the ten questions with a new one as the initial question turned 
to be rather unclear (due to the fact that it was long and lacked precision). I also 
revised the options of another question because they appeared to be relatively 
difficult; therefore, I made the options shorter and clearer. 
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• A number of the children did not have pencils in the pilot study; thus, I brought 
extra pencils with me for the main study, in case some students did not have 
ones. 
 
6.5.4 Design of the storytelling task 
The PA in the storytelling took the form of pictures shown to the children in 
combination with oral prompts and questions in a one-to-one setting. Each child was 
shown a series pertaining to a connected pictorial story and asked (in Standard Arabic) 
to talk about it. The RA took the form of oral response, where the students were 
required to talk about the series of pictures using Standard Arabic. Such a task was 
associated with the second construct (speaking in relation to Standard Arabic); the 
pupils would demonstrate their abilities to speak in Standard Arabic by telling a story 
(or describing the pictures) in this variety. This task can elicit Standard Arabic spoken 
sample performance because the context in which the task was being carried out 
encouraged/prompted the students to do so. In the instruction (to the whole class), 
students were told to use Standard Arabic when telling the story (e.g. you should tell me 
a story using Standard Arabic such as ‘the boy went to school this morning’, in which 
such a sentence was articulated in Standard Arabic; see the full task specifications of the 
storytelling in Appendix 15). 
 
Storytelling is one of the common methods that can be used to elicit samples of 
children’s language use (McKay, 2006: 198). Such a method ‘provides a rich source of 
data about a child’s language use in a relatively natural context’ (Gagarina et al., 2012: 
6). These activities as a means of eliciting language performance refer to ‘stories based 
on a sequenced set of picture prompts which are given to participants/test-takers to elicit 
oral language performance’ (Tavakoli, 2004: 139). The storytelling activities in my 
study fit into performance assessments. Through such a method, ‘language skills are 
assessed in an act of communication’ and usually used for speaking and writing 
assessments, in which samples of oral or written language use are gathered from those 
being assessed (McNamara, 2000: 6). Schneider et al. (2006: 225) identify two ways 
that can be used for storytelling activities: telling (generating a story spontaneously) and 
retelling (i.e. the child retells a story that has been presented to her/him). Schneider et 
al. (2006: 225) point out that both formats are useful and offer different insights about 
the child’s language use. For the current study, it was decided to choose the ‘telling’ 
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format, which whilst it is considered more difficult, seems to ‘offer the child more 
freedom to use his/her imagination and thus may better reflect the child’s lexis’ 
(Gagarina et al., 2012: 19).  
 
In order to find pictorial stories that were suitable for the goal of the current study, I 
searched extensively in Saudi primary school coursebooks, children storybooks and 
pictorial stories. Four major criteria were set out to choose the picture stories in the 
storytelling activities, which were as follows. 
• Akin to what was explained regarding the first criteria for choosing stories in 
Subsection 6.5.2, the children’s age was taken into account. I searched for 
pictures that represent topics or events that are suitable for six and seven-year-
old children, in that I looked for pictures that were easy to understand, appeared 
to attract children and not linguistically demanding. For instance, pictures that 
depict simple and common events that children are likely to be familiar with, 
such as pictorial stories about children playing football or with their toys. 
McKay (2006: 188) points out that the ‘topic’ in oral assessment has an 
influence on children’s performance; it ‘can make the task easier or more 
difficult’. Therefore, this issue (the influence of the topic on the task) was taken 
into consideration when choosing the pictures. 
• Pictures that were culturally suitable. For example, I avoided using story 
pictures containing pictures that were culture-specific or not commonly known 
in Saudi culture, such as pictures of a ‘Christmas tree’ or ‘Santa Claus’, because 
children in Saudi Arabia might not be familiar with such pictures, and thus, it 
would be difficult for the children to tell a story about them. 
• ‘Structured pictures’, which depict connected events, with one event leading to 
another to form a narrative. This type of pictures was chosen because a number 
of previous studies (e.g. Meyer et al., 1980; Carrell, 1985; Tavakoli, 2004) have 
shown that structured pictorial stories help test-takers to understand and perform 
better than unstructured pictorial stories (i.e. separate and unconnected pictures 
that do not form a narrative). In other words, with structured pictorial stories, 
these pictures are easier for children to understand, and therefore, appear to help 
elicit more responses from them. 
• Picture stories that have a reasonable length (five pictures in each story). 
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After consultation with my supervisors and the two experienced Year One teachers, I 
selected three series of pictures that met the criteria (see Appendix 20), which were 
taken from three different children’s storybooks. The pictures were laminated and each 
series was put in an envelope, with each story consisting of five pictures.  
 
6.5.5 Pilot study of storytelling  
The storytelling tasks were piloted in order to find out whether they were functioning in 
terms of eliciting samples of students’ spoken language performance. The tasks were 
also tried out to explore any issues arising from a pilot study, in relation to both the 
children and the researcher, such as difficulties with the task, time needed for the task, 
and whether the three series of pictures were suitable for children of the chosen age 
range. 
  
The piloting of the storytelling was conducted at the same school where the listening 
trials took place (WCS) and 10 Year One children participated in a one-to-one setting. 
The activities took place in the participating children’s classroom. I explained to the 
pupils how the task works and then I asked, ‘Who would like to come and tell me a 
story?’, to find out who were willing to participate, and out of the 31 children in the 
classroom, I chose 10 students, one at a time, who were happy to take part in the 
activities. At the beginning of the task, I asked each child, using Standard Arabic, to tell 
me a story about one of the three sets of pictures and listened to their stories without 
asking any prompt questions. The pilot study revealed the following. 
• All the 10 students appeared generally to understand the Standard Arabic 
language I used.  
• After listening to the audio recordings of the pilot study, I noticed that a number 
of the children seemed relatively unfocused and had long pauses (more than four 
seconds) whilst telling their stories. Hence, after consulting the two experienced 
teachers, it was decided it would be better to use prompts, such as (what 
happened next or why?), in order to encourage the students to speak more and be 
more focused. 
•  The pilot study indicated that the chosen pictures were appropriate.  
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• It appeared that one-minute preparation was enough for the children to look at 
the pictures and have a general sense of what was the story about before they 
told their versions. 
• The classroom in which the piloting took place was relatively noisy during the 
storytelling activity, so I made sure to avoid such an issue in the main study. 
• Based on the pilot study, I was able to estimate an approximate time needed for 
each student (3-5 minutes), and thus this helped inform me of a suitable time for 
the main study. 
 
6.6 Participants of the main study 
 
The number of children who participated in the listening comprehension activities was 
109 Year One male students (6 classes; three in ECS and three in SCS), while 96 also 
participated in the storytelling activities (see Table 6.1). It should be noted that the 
participating children in the language assessment activities were also involved in the 
questionnaire data presented in Chapter 4 (their parents filled out questionnaires about 
the types of Arabic the children had experienced before entering the school system). 
 
Table 6.1 Number of the participating children in SCS and ECS 
 SCS ECS Total 
Listening comprehension 43 66 109 
Storytelling activities 36 60 96 
 
6.7 Setting and administration 
 
6.7.1 Listening tasks 
Two listening tasks were conducted in each of the six classes (three in SCS and three in 
ECS) in the children’s classrooms. The students’ desks were set in straight rows (see 
Figure 6.1) and there was a space between each student to limit the possibility that they 
might copy each other’s answers; it was also stressed to them not to do so. Their 
teachers were present during the activities to help keep them on task and quiet. The 
listening activities were carried out, in each class, as follows. 
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1. At the beginning, I explained to the children how the task works and presented 
illustrative examples, utilising a projector27, to show the whole class how the test 
works and how to choose the answers. I then listened to any questions they 
raised. 
2. Subsequently, I read the story in a loud and reasonably slow way but not 
‘unnaturally so’ (Buck, 2001: 169), in order to help students follow what I was 
saying. McKay (2006) points out that ‘fast speech and long stretches of input 
may hinder understanding’ (p. 207). Indeed, these two issues (speech rate and 
long texts) were taken into consideration. As explained in Subsection 6.5.2, one 
of the criteria for choosing the stories was to select texts that were reasonably 
short and suitable for six or seven-year-olds. Further, each story lasted for less 
than two minutes. 
3. After reading the text for the first time, I wrote the five, aforementioned, 
questions on the whiteboard and read them aloud to the whole class, in order to 
focus the students’ attention (Sherman, 1997). 
4. Next, I read the story again. 
5. I then distributed the test sheets and read the questions along with the options 
out loud to the whole class. 
6. In relation to the time allotment, this was sufficient so as to permit all the 
children to complete the whole task. 
7. When the students had completed the task, I collected the test sheets (of the first 
task) and moved on to the other story (for which I performed the same procedure 
from step 2 to 6). 
 
                                                
27
 The projector did not work in one of the classes in SCS, so I used the whiteboard to explain to the 




Figure 6.1 Typical floor plan of the classroom 
 
6.7.2 Storytelling activities 
The participating students took part in the storytelling activities in the familiar setting of 
their classrooms. Familiarity with test settings appears to have a positive effect on test 
performance (cf. Bachman and Palmer, 1996: 48). In order to ensure that the classes 
were ready for the storytelling activities, a number of steps were taken (in an 
arrangement with the children’s teachers) before the assessments took place. 
• The participating students in each class were divided into two groups (each 
containing half of the respective class, from 8 to 12 students) to help keep the 
class quiet and manageable28. For each class, one of the two groups stayed in the 
classroom and the other went to the school library. Once the first group had 
finished the assessment, they then went to the library, with the other group 
returning to the classroom. 
• Desks were rearranged so that students who stayed in the classroom sat at the 
back of the classroom (see Figure 6.2). 
• Students who stayed in the class were given writing or mathematical exercises to 
do in order to keep them busy and quiet during the assessments, for which I 
invited each student to participate one at a time. 
• The students’ teachers were present during the assessments to give out the 
above-mentioned exercises, check on students to see how they were doing and to 
ensure that they remained quiet.  
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 On the day of the storytelling activities, one class in SCS comprised only 12 students and was therefore 





Figure 6.2 The classroom where the storytelling activities took place 
 
I was sitting in front of the class at the teacher’s desk (see Figure 6.2) and asked the 
students to come forward one at a time. As aforementioned in Chapter 3, the storytelling 
activities took place after the classroom observations29 (which were carried out at the 
same two focal schools), and therefore, I was relatively familiar to the children. That is, 
they knew my name as I had attended a number of their lessons (over a two month 
period) and had talked to a number of them. The fact that I was a familiar face to the 
children was positive, for as McKay (2006: 187) states ‘strangers may frighten some 
young learners, especially if the stranger is (for example) big and imposing or different’ 
and thus, this can discourage the children from talking. 
 
In each class, as stated earlier, I first explained to the whole class how the activities 
worked and gave them illustrative examples of this. At the beginning of each session, I 
told each child that I would like him to tell me a story about one of the series of 
pictures. In order to ensure that the pictorial stories catch the interest of the children, 
each child was asked to choose one of the three series to tell a story about. Once a child 
had chosen one of the series, he then had one-minute of preparation time to look at the 
all pictures and get a general sense of what the story was about before he told it. 
Carpenter et al. (1995) recommend that children in storytelling tasks should look at the 
                                                
29
 The classroom observation data will be discussed in Chapters 7 and 8. 
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entire sequence of the story pictures before telling their stories so they can get to know 
that they are connected. Otherwise, ‘flipping through the pages [encourages] the 
children to treat each picture like a separate unit’ instead of telling a connected story 
(Carpenter et al., 1995: 167). The children were looking at the pictures, one picture at a 
time, while they were telling the stories to the researcher. The participants’ 
performances were audio recorded and each took between two and four minutes to tell 
the story. 
 
The instructions (as well as the prompts and questions) were given in simple Standard 
Arabic (i.e. without using complex statements nor a wide range of vocabulary) so as to 
encourage students to use Standard Arabic. However, if a child seemed not to 
understand, this was recognised from the child’s responses, such as a long silence or 
facial expressions, I then switched to Local Arabic to help him to understand. In 
addition, based on the pilot study, I decided to use prompts to encourage students to 
produce more utterances. Examples of the prompts used were as follows:  
• Before the first picture (such as saying ‘I would like you to tell me a story about 
these pictures’); 
• When moving on to the next picture, such as saying ‘what happened after that?’; 
• I used questions such as (why) to elicit more responses from the children. For 
example, when a child said ‘the boy is crying’, I asked ‘why is he crying?’. 
 
6.8 Analytic steps 
 
The purpose of gathering the language assessment activities was to explore the students’ 
oral linguistic abilities and their relation to preschool language experiences. In order to 
achieve this goal, the language assessments activities were analysed using a number of 
analytic procedures. More specifically, the findings related to the storytelling activities 
(that are presented in this chapter) were yielded following six analytic steps. 
1. All the audio recordings of the storytelling activities were carefully transcribed 
verbatim in Arabic (see Appendix 21 for examples of the stories told by the 
children of my data). 
2. This was followed by listening to all the audio recordings and reading the 
transcripts in order to familiarise myself with the data. During this stage, I took 
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notes on the salient issues related to children’s language use that appeared in the 
data, such as the difficulties in pronouncing several consonants sounds (see 
Section 6.10). 
3. Word-count analysis was then performed to explore the frequencies of different 
types of Arabic used by the participating students and for the purpose of 
calculating the percentages of Standard and Local Arabic in the students’ stories. 
For example, if a student told a story using 100 total words, 20 words in 
Standard Arabic and 80 in Local Arabic, then 20% of the story was in the former 
variety (and 80% was in Local Arabic). As explained in Chapter 2, Standard and 
Local Arabic considerably differ in terms of vocabulary, phonology and 
grammar, and therefore, it was relatively easy to distinguish the difference 
between the two varieties in the students’ stories. The criteria for determining 
whether an element of the utterances is part of Standard or Local Arabic were 
partly based on Eid’s (1988) guidelines (see Appendix 7). 
4. In order to increase accuracy with regards to transcription, word-count analysis 
and identifying Standard and Local Arabic words, based on the work of Burnard 
(1991), ten random transcripts were checked against the audio recordings by 
another person who was undertaking a PhD in applied linguistics and had a good 
knowledge of Standard Arabic as well as being familiar with transcription. I 
asked the colleague to transcribe ten random recordings (five each from SCS 
and ECS) and to conduct a word-count analysis using the criteria outlined in 
Appendix 7. Then, the analysis carried out by the colleague and mine were 
compared and discussed. My colleague stated that the criteria used to distinguish 
the difference between Standard and Local Arabic were suitable. In general, our 
analyses were similar, except for a few words that were identical in both 
Standard and Local Arabic. These words were Standard Arabic words, which are 
commonly used in Local Arabic (loanwords), such as the word qina’a ‘mask’. 
My colleague and I agreed that the context determines whether such words are 
considered Standard or Local Arabic. An illustrative example would be the use 
of words that have the same pronunciation and commonly used in both English 
and French. If a speaker was speaking in English and used a word that is used in 
French (e.g. de ́jà vu), it would be considered English in this context. If another 
person was speaking in French and used the same word (de ́jà vu), it would be 
considered a French word. 
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5. Next, all stories told by the pupils were categorised according to the varieties of 
language used. For instance, the stories that were told entirely or mainly in Local 
Arabic (where this variety constituted no less than 84% of the total speech) were 
grouped in one category, while the stories told entirely or mainly in Standard 
Arabic (where it constituted no less than 86% of the total speech) were grouped 
together in another category. Illustrative examples of the language as used in 
each category are presented in each relevant section of this chapter. 
6. As explained in Chapter 4, for analytical and procedural purposes, each of the 
returned questionnaires (in SCS and ECS) had the children’s names in order to 
link the questionnaire data with other sets of data (such as the language 
assessments). Based on the questionnaire data, the participating students were 
divided into two groups (those who were reported to have been exposed to 
Standard Arabic books before entering school and those who were reported not 
to have done so) and an independent-samples t-test was conducted to examine 
the differences in student performance, according to which of these groups they 
belonged to (more details are provided in Section 6.12). In addition, another 
independent-samples t-test was performed to determine whether any difference 
existed in students’ storytelling performance, according to whether a given 
student was reported to have enrolled in preschool or not on the questionnaire 
data (see Section 6.13).  
 
In terms of the listening comprehension data, the following steps were taken. 
1. The students’ answers were marked and given scores on a scale of 0 to 10. 
2. The students’ listening scores were then entered into SPSS (Version 20). 
3. I crosschecked the scores entered into SPSS and the scores for each paper in 
order to ensure accuracy and correct any possible entering errors. 
4. Descriptive statistics about the listening activities were produced to present a 
summary of the frequencies of the students’ scores in the listening 
comprehension tasks. 
5. Similar to the process for the storytelling activities (step 6), the outcomes of the 
listening assessments were linked to the questionnaires. Based on the 
questionnaire data, the participating students were divided into two groups 
(those who were reported to have been exposed to Standard Arabic books before 
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entering school and those who were reported not to have done so), and an 
independent-samples t-test was conducted to examine any difference in the 
listening scores between these groups. Another independent-samples t-test was 
carried out to investigate any difference in students’ scores, according to 
whether students had or had not been enrolled in preschool.    
 
Part Two: Assessment outcomes 
 
6.9 Performance in storytelling  
 
Having analysed each story told by the participating children, they were grouped into 
three categories according to the varieties of language used, namely: Local-Arabic-
dominant, Standard-Arabic-dominant, and Mixed Arabic. The findings regarding these 
three categories are presented and discussed below in detail, with examples. 
 
6.9.1 Local-Arabic-dominant category 
The children’s stories that fit into this category share one primary characteristic: Local 
Arabic30 is the predominant type of Arabic used in the stories told by the participating 
children (in each story, this variety comprised no less than 84%; see Table 6.2). As 
shown in Table 6.2, 81 students (out of 96) used Local Arabic mainly or entirely when 
they told their stories. Notably, 41 used only Local Arabic when telling their stories.  
 
Table 6.2 Number of students’ stories that fall into the Local Arabic category 
Percentage of Local Arabic in 
each story 
No. of students’ stories 
in SCS 
No. of students’ stories 
in ECS Total no. 
100% 20 21 41 
92–98.2% 7 18 25 
84–87.3% 2 13 15 
   
Total no. 
81 (out of 
96) 
 
                                                
30
 The data show that the Local Arabic that was used by the participating students in the storytelling 
activities differed from one child to another, with each child using his own local dialect, such as Riyadh 
and Jazani dialects. 
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Extract 6.1 shows a characteristic example of the language used by the 41 students who 
used Local Arabic as the only type of Arabic when told their stories. In this extract, one 
of the participating children (Ahmed) talked about the pictures shown in Figures 6.3 and 
6.4 using only Local Arabic (he used 45 words in total, all of which were words in that 
variety).  
 
Extract 6.1 An example of a story told entirely in Local Arabic (part of a story told by Ahmed in SCS) 
 ؟ثدﺣﯾ اذﺎﻣ ﺎﻧھ ﺔﯾادﺑﻟا ﻲﻓ :ب 
1 R: at the beginning what is happening here? 
 رﯾﺻﻋ برﺷﺗ مﮭﻣأو بﺎﻌﻟﻷﺎﺑ نوﺑﻌﻠﯾ :ط 
2 S: they’re playing with the toys and their mother is drinking juice  
 ؟كﻟذ دﻌﺑ ثدﺣ اذﺎﻣ ..زﺎﺗﻣﻣ :ب 
3 R: excellent.. what happened after that? 
 اوﺑرﺎﺿﺗ نﯾدﻌﺑ :ط 
4 S: after that they were fighting 
 مﻣأ :ب 
5 R: er 
 ﮫﻧﻣ رﺑﻛأ قطﯾ ﻻ ..قطﯾ نﺎﺷﻋ دﻟوﻟا تﻔﻗو مأ نﯾدﻌﺑ :ط 
6 S: after that mother stopped the boy because he is hitting.. so he does not hit who is older than him 
 ؟نوﺑرﺎﺿﺗﯾ اذﺎﻣﻟ ..تﻧﺳﺣأ :ب 
7 R: excellent.. why they were fighting? 
 ﮫﻧﻣ رﺑﻛأ قط رﯾﻐﺻﻟا نﻷ :ط 
8 S: because the little [boy] hit the older one  
 
Transcription keys31: 
Underlined words/sentences are in Standard Arabic. 
.. = Short pause (two seconds or less). 
…= Long pause (three seconds or more). 
() = Unclear utterance. 
? = Used at the end of sentence/s to indicate a question. 
R: Researcher 
S: Student 
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Figure 6.3 One of the pictures used in the storytelling activities (Barakish and Mankar, 2013a) 
 
 
Figure 6.4 One of the pictures used in the storytelling activities (Barakish and Mankar, 2013a) 
 
The remaining 40 students in the Local-Arabic-dominant category used this variety as 
the main type of Arabic (where Local Arabic comprised at least 84% of the total speech 
of each story) and occasionally used some Standard Arabic individual words or 
sentences. Extract 6.2 shows an example of one of the students (Salim), in which he 
used 71 words in total, nine of which were Standard Arabic words (which constituted 
12.7% of his total utterances). In his story, Salim switched to Standard Arabic 
individual words (e.g. lines 3 and 9) and also used only one full sentence in this variety 




Extract 6.2 An example of a story told mainly in Local Arabic (part of a story told by Salim in ECS) 
 اوﺑرﺎﺣﺗ :ط 
1 S: they were fighting 
 ؟اذﺎﻣﻟ ..مﻣأ :ب 
2 R: er.. why? 
 هوﺧأ ﺎھرﺳﻛ ..ترﺳﻛﻧا ﺔﺑﻌﻠﻟا نﺎﺷﻋ :ط 
3 S: because the toy broke.. his brother broke it 
 تﻧﺳﺣأ :ب 
4 R: excellent  
  تﻟﺎﻗ وﻣأو :طناوﺧأ وﺗﻧأ اوﺑرﺎﺣﺗﺗ ﻻ صﻼﺧ ﻼﺧ :وﻟ  
5 S: and his mother told him: stop fighting you are brothers  
 ؟كﻟذ دﻌﺑ ..بﯾط ..لﯾﻣﺟ ..مﻼﺳ ﺎﯾ :ب 
6 R: nice.. good.. okay.. after that? 
 ﮫﺗﻓرﻏ ﻲﻓ ﻲﻛﺑﯾ ﺎھ بھذ :ط 
7 S: he went er to cry in his room 
 ؟اذﺎﻣﻟ :ب 
8 R: why? 
 هوﺧأ ﺎھرﺳﻛ ﺔﺑﻌﻠﻟا نﺎﺷﻋ :ط 
9 S: because his brother broke his toy 
 
6.9.2 Standard-Arabic-dominant category 
Only three students’ stories (out of 96) fall into the Standard-Arabic-dominant category 
in which the percentage of that variety was no less than 86% in each story (see Table 
6.3). These stories were told by three students who were attending SCS. 
 
Table 6.3 Students’ stories that fall into the Standard Arabic category 
Pseudo 
name 
Total no. of words used in 
the story 
No. of Standard Arabic 
words used 
No. of Local Arabic 
words used 
Omar 60 55 (91.7%) 5 (8.3%) 
Nassir 36 31 (86.1%) 5 (13.9%) 
Ali 22 22 (100%) 0 (0%) 
 
Unlike the Local-Arabic-dominant category, the three stories that fall into the Standard-
Arabic-dominant category mostly contained full sentences that were in Standard Arabic. 
Some Local Arabic words/sentences were found in two of these stories as well. Extract 
6.3 provides an example of the language used by one of the three students in the 
Standard Arabic category. In lines 1, 3 and 9, the child (Omar) used sentences that were 
completely in Standard Arabic. Omar was mostly fluent in using Standard Arabic, but in 








Extract 6.3 An example of the language used in the Standard Arabic category (part of a story told by 
Omar) 
 ﮫﺧأ فﯾﺧﯾ نأ دﯾرﯾ عﺎﻧﻘﻟا ﮫﻌﻣ يذﻟا دﻟوﻟا :ط 
1 S: the boy who has the mask wants to scare his brother 
 ﺎﻧھو بﯾط ..ﷲ ءﺎﺷ ﺎﻣ كﻣﻼﻛ لﯾﻣﺟ لﯾﻣﺟ تﻧﺳﺣأ :ب 
2 R: excellent.. your story is interesting interesting.. okay and here? 
 عﺎﻧﻘﻟا ﮫﻧﻣ ذﺧأ هﺎﺧأ مﺛ :ط 
3 S: then [akaho] his brother took the mask from him [the voice was low] 
 
 :بمﻌﻧ  
4 R: pardon 
 عﺎﻧﻘﻟا ﮫﻧﻣ ذﺧأ هﺎﺧأ مﺛ :ط 
5 S: then his brother took the mask from him 
 ﺎﻧھو ..زﺎﺗﻣﻣ :ب 
6 R: excellent.. and here 
 عﺎﻧﻘﻟا ذﺧﺎﯾ هﺎﺧأ نأ دﯾرﯾ ﻻ عﺎﻧﻘﻟا ﮫﯾدﻟ [يذﻟا] ﮫﯾﺧأ نﻛﻟ ﻻ ﻻ :ط 
7 S: b b but [akihi] the brother [who] has the mask does not want his brother to take the mask 
 ؟كﻟذ دﻌﺑ ثدﺣ اذﺎﻣ ﺎﻧھ بﯾط ..ﺔﻠﯾﻣﺟ ﺔﺻﻗ ﷲ ءﺎﺷ ﺎﻣ :ب 
8 R: good.. nice story.. okay.. here.. what happened next?  
 عﺎﻧﻘﻟا  آ ..كﻟا ﻊطﻘﻧا آ ..ﺎﻧھ :ط 
9 S: here.. er.. the ma.. er.. the mask broke  
 ؟ﮫﻌطﻗ نﻣ ..تﻧﺳﺣأ :ب 
10 R: good.. who broke it? 
 …:ط 
11 S: … 
 
 ؟ﺎﻧھ ىرﺟ اذﺎﻣ ..تﻧﺳﺣأ :ب 
12 R: good.. what happened here? 
 ﮫﻋﺎﻧﻗ لا ﻊطﻘﻧا آ ﮫﻧﻷ دﻟوﻟا ﻲﻛﺑ :ط 
13 S: the boy cried because the er his mask was broken  
 
Omar’s story did contain some grammatical mistakes. For instance, in line 7, ‘but the 
brother [who] has the mask does not want his brother…’, Omar left out the word ‘who’. 
In Standard Arabic, the word ‘who’ must not be omitted in such a sentence (Ibin-
Hisham, 2012). Other examples of grammatical errors can be found in lines 3 and 7, in 
which Omar said aka and aki, respectively, which both mean ‘brother’ but end with 
different long vowels. The correct words are ako for line 3 and aka for line 7. As 
explained in Appendix 1, in Standard Arabic, the word ‘ako’ can end with one of three 
different long vowels (a, i or o), depending on its position in the sentence (e.g. subject 
or object; Ibin-Hisham, 2012). The other two stories that were told mainly or entirely in 




6.9.3 Mixed Arabic category  
The Mixed Arabic category contains 12 stories that do not fit the previous categories, 
which were told in both Standard and Local Arabic, in a dynamic and smooth way (see 
Table 6.4). 
 
Table 6.4 Students’ stories that fall into the Mixed Arabic category 
Percentage of Standard Arabic in each 
story 
No. of students in 
SCS 




23–34.5% 4 7 11 
53.8% 0 1 1 
   Total no. 
12 
 
Extract 6.4 presents an example of the language used in the Mixed Arabic category. In 
the extract, one of the students (Majid) told a story about the aforementioned Figures 
6.3 and 6.4 using 44 words in total, 13 of which were in Standard Arabic, which 
constituted 29.6% of his total speech. In lines 1 and 5, the sentences were totally in 
Local Arabic, while in line 7 the sentence was completely in Standard Arabic. In line 3, 
Majid used mainly Local Arabic and switched to Standard Arabic words twice. Majid 
also used a ‘hybrid word’, which is a word that has features of both Standard and Local 
Arabic, i.e. he pronounced a Local Arabic word in a way that is similar to a Standard 
Arabic word, but does not exist in that language (more details on ‘hybrid language’ will 
be discussed in Section 6.10). 
 
Extract 6.4 An example of the language used in the Mixed Arabic category 
 لﺎﻘﺗرﺑ ..رﯾﺻﻋ نا برﺷﺗ آ نوﺑرﺷﯾ مﮭﺗﺧأو نوﺑﻌﻠﯾ :ط 
1 S: they’re playing and their sister are drinking er is drinking juice.. orange 
 زﺎﺗﻣﻣ ..تﻧﺳﺣأ :ب 
2 R: excellent.. good 
 نوﺑرﺎﺿﺗﯾ نوﺑرﺿﯾ ﺎﺗﯾ نﺎﺷﻋ مﮭﻌﻧﻣﺗ مﮭﻣأو "اوﺷوﺎﮭﺗ" دﻘﻟو :ط 
3 S: and they “fought” and their mother stopped them so they do not fi hit.. fight 
 ؟نوﺑرﺎﺿﺗﯾ اذﺎﻣﻟ :ب 
4 R: why they are fighting? 
 بﺎﻌﻟﻷا نﺎﺷﻋ :ط 
5 S: because of the toys 
 ؟كﻟذ دﻌﺑ ثدﺣ اذﺎﻣ :ب 
6 R: what happened after that? 
 ﻰﺗﻔﻟا ﻰﻛﺑ دﻘﻟ :ط 





“” = The word within quotation marks is “hybrid language” (i.e. contains features of both Standard and Local Arabic; 
see Section 6.10). 
 
6.10 Salient features of students’ language use 
 
Two salient features were found in the stories that were told by the participating 
children, namely: the use of ‘hybrid words’ and the difficulties in pronouncing several 
consonants sounds. By way of example regarding hybrid words, suppose someone was 
learning Italian and wanted to say “brilliant” in that language, they might say 
“brillianto”, which is not a word, because they know that Italian has many words ending 
in “o”. Some of the focal children were using the same device. They knew the correct 
sounds to use in Standard Arabic, so built on Local Arabic words using Standard Arabic 
conventions incorrectly, thereby producing words that whilst having features of both 
Arabic varieties were not real words (see for example Table 6.5).	 The findings show 
that 21 of the participating students (out of 96) used these ‘hybrid words’, which could 
be referred to as ‘children’s innovations’. In each story told by these 21 pupils, between 
one and four hybrid words were used. It seems that these children used these hybrid 
words because their Standard Arabic words were limited, and hence, they used Local 
Arabic words in a similar way to Standard Arabic to fill in their lexical gap. 
 
Table 6.5 Examples of hybrid words the participating students used 





/jɪthæwæʃuːn/ [fighting] (a 
Local Arabic word). The 
equivalent Standard Arabic 
word is نورﺟﺎﺷﺗﯾ 
/jætæʃæjæruːn/  [fighting] 
In the first column, the child added the vowel /æ/ 
to the Local Arabic word twice (after /j/ and /t/). 
The Local Arabic word does not have these 
vowels, while the Standard Arabic word does (as 





/tnæzɪrhʊm/ [watching] (a 
Local Arabic word). The 
equivalent Standard Arabic 
word is مھُدِھﺎﺷُﺗ 
/tʊʃæhiːdʊhʊm/ 
In the first column, the child added the vowel /ʊ/ to 
the Local Arabic word after /t/ and used the vowel 
/iː/ after /z/. The Local Arabic word does not have 
these vowels, while the Standard Arabic word does 
(as shown in the second column). 
 
The other noticeable finding is that nine of the participating pupils (out of 96) 
mispronounced six consonant sounds. The students seemed not to have mastered 
pronouncing the five first sounds shown in Table 6.6. Two of the students 
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mispronounced the Standard Arabic sounds /ð/ because in their local dialect (Egyptian 
and Syrian colloquial) the sound /ð/ is pronounced /z/. 
 
Table 6.6 Mispronounced sounds found in 9 of students’ stories 




The Local Arabic sound خ 
/x/32 was converted into ح /h/ 3 
(يوﺣأ) تﻘطﻧ (يوﺧأ) 
/ækɔɪ/ [brother] was 
pronounced as /æhɔɪ/ 
The Local Arabic sound ق 
/g/ was converted into د /d/ 2 
(لاد) تﻘطﻧ (لﺎﻗ) 
/ɡæl/ [said] was 
pronounced as /dæl/ 
The Local Arabic sound ش 
/ʃ/ was converted into س /s/ 
or /θ/ 
3 
(توﺳﯾ) تﻘطﻧ (توﺷﯾ) 
/jɒʃuːt/ [shoot] was 
pronounced as 
/jɒsuːt/ 
The Local Arabic sound ز /z/ 
was converted into ذ /ð/ 1 
(لﻋذﺗ) تﻘطﻧ (لﻋزﺗ) 
/tæzæl/ [unhappy] 
was pronounced as 
/tæθæl/ 
The Local Arabic sound ر /r/ 
was converted into ل /l/ 1 
(لﺳﻛ) تﻘطﻧ (رﺳﻛ) 
/kæsær/ [broke] was 
pronounced as 
/kæsæl/ 
The Standard Arabic sound ذ 
/ð/ was pronounced /z/ 2 
(كﻟز) تﻘطﻧ (كﻟذ) 
/ðælɪka/ [that] was 
pronounced /zælɪka/ 
Total no. of sounds is 6 
Total no. of students who mispronounced sounds 
was 9 (It should be noted that 2 students had 
difficulties with more than one sound) 
 
 
6.11 Outcomes of the listening comprehension  
 
The mean scores of the listening comprehension assessments was 5.11 (SD = 3.09; N = 
109). Sixty students (55% of the participating students in both focal schools) had no 
more than 5 marks (out of 10), while 22.9% of the children (N = 25 out of 109) had no 
less than 8 (see Appendix 22). The data reveal that there was a noticeable difference 
between the scores in the two participating schools. That is, 30 students in ECS (out of 
66, which constituted 45.4% of the students in this school) had at least 7 marks out of 
10 (with 9 students scoring 10 in this school; see Appendix 22), while only 7 students in 
SCS (out of 43, which comprised 16.4% of the students in this school) had more than 6 
marks (see Appendix 22). 
                                                
32
 The Arabic sound خ does not have an equivalent in English, thus the Arabic IPA was used, namely, /x/. 
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6.12 Students’ performances and preschool exposure to Standard Arabic books 
 
The children who participated in the language assessment activities were divided into 
two groups based on the answer (yes or no) provided by their parents to the 
questionnaire Item 17: ‘Did you read Standard Arabic books to your child when he/she 
was at the age of 4-5?’ (see Chapter 4). The following two questions were investigated. 
1. Is there any significant difference between students whose parents read Standard 
Arabic books to them in the preschool period and those whose parents did not in 
terms of their scores in the listening comprehension tasks? 
2. Is there any significant difference between students whose parents read Standard 
Arabic books to them in the preschool period and those whose parents did not in 
terms of the percentage of Standard Arabic in the stories they told? 
 
To answer the first question, an independent-samples t-test was conducted and the 
results indicate that there was a significant33 difference in terms of the listening 
comprehension scores of the students who were reported to have been exposed to books 
in Standard Arabic at least once a month at the ages of four and five (mean = 6.30, SD = 
2.61) and those who were reported not to have been exposed to such books in the same 
period (mean = 3.95, SD = 3.04; t(82) = 3.79, p <0.01; see Appendix 23). The effect 
size of this t-test was 0.82, which suggests that the effect of exposure to books in 
Standard Arabic on students’ scores is strong (cf. Hanna and Dempster, 2016; for more 
details on the effect size, please see Appendix 24).  
 
I carried out an independent-samples t-test in order to answer the second question. The 
results reveal that there was no significant difference in terms of the percentage of 
Standard Arabic in each story told by the students who were reported to have been 
exposed to books in that variety in the preschool period (mean = 9.55, SD = 10.62) and 
those who were reported not to have been (mean = 11.59, SD = 23.49; t(74) = 0.508, p 
                                                
33
 There are different standard values that are used ‘as cut-off points for the significance level’; in social 
science, the cut-off point at <0.05 is the most common one (Muijs, 2004: 78). If the significance level is 
smaller than 0.05, ‘this means that the probability that we would find the value we have in our sample if 
there was no relationship in the population is less than 5 per cent’, and thus, we reject the null hypothesis. 
The significant level that was set for the current study was 0.05. 
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>0.05; see Appendix 23). The effect size of the second test was 0.11, which is 
considered a weak effect (Hanna & Dempster, 2016). However, the power of this t-test 
was low, and hence, the result is inconclusive (see limitations in Section 10.8). 
 
6.13 Students’ performances and attendance at preschool  
 
Based on Item 10 in the questionnaires (see Appendix 3), the children who participated 
in the language assessment activities were divided into two groups: those who were 
reported to have attended preschool (nursery, reception, or both) and those who were 
reported to have not. For the purpose of this analysis, the following two questions were 
examined. 
3. Is there any significant difference between students who were reported to have 
attended preschool and those who were reported not to have done so in terms of 
their scores in the listening comprehension tasks? 
4. Is there any significant difference between students who were reported to have 
attended preschool and those who were reported not to have done so in terms of 
the percentage of Standard Arabic in the stories they told? 
 
An independent-samples t-test was conducted to examine the third question. The results 
indicate that there was a significant difference in terms of the students’ scores who were 
reported to have attended preschool (mean = 6.92, SD = 2.56) and those who were 
reported not to have done so (mean = 3.75, SD = 2.72; t(84) = 5.50, p <0.01; see 
Appendix 23). The effect size of this t-test was >1.00, which is considered very strong 
(cf. Hanna and Dempster, 2016) and this indicates that the result is important. It also 
suggests that preschool attendance seems to have a stronger effect on listening 
comprehension scores than the effect of preschool exposure to Standard Arabic books 
(see the previous section).  
 
An independent-samples t-test was performed to answer the fourth question. The results 
indicate that there was no significant difference in terms of the percentage of Standard 
Arabic in each story told by the students who were reported to have attended preschool 
(mean = 9.87, SD = 10.67) and those who were reported to have not done so (mean = 
10.97, SD = 21.97; t(74) = .276, p <0.05; see Appendix 23). The effect size for the 
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fourth t-test was 0.06, which is considered a weak effect (Hanna & Dempster, 2016). 
However, the power of this t-test was low, and therefore, the result is inconclusive (see 




This chapter has presented the data concerning students’ performances in storytelling 
and listening comprehension. With respect to the storytelling activities, the findings 
show that Local Arabic was the predominant type of Arabic used by the majority of the 
participating children (N = 81 out of 96), in which this variety comprised no less than 
84% and up to 100% of each of the stories told by these children. By contrast, only 
three students (out of 96) used Standard Arabic as the primary or the only type of 
Arabic when they told the stories. The remaining students (N = 12 out of 96) told stories 
that fell into the Mixed Arabic category, in which Standard Arabic comprised no less 
than 23% of each story and reached 53.8% of the total speech. Further, two salient 
features were found in the stories that were told by the participating children: 1) 
Twenty-one (out of 96) used ‘hybrid words’, which were words that have features of 
both Standard and Local Arabic (but were not real words), and 2) nine of the 
participating children (out of 96) seemed not to have mastered pronouncing all the 
sounds, whereby they appeared not to be able to pronounce six consonants.  
 
The students’ results in terms of the listening comprehension were generally low, in that 
60 of the children (55% in both participating schools) had no higher than 5 marks out of 
10. The data show that there was a noticeable difference between the scores in the two 
focal schools, for 30 children in ECS (out of 66) had at least 7 marks out of 10, while 
only 7 in SCS (out of 43) had higher than 6 marks. 
 
Inferential statistics were performed using independent-samples t-tests and the 
following results were found. 
• The listening comprehension scores of the children who were reported to have 
been exposed to books in Standard Arabic in the preschool period at least once a 
month (mean = 6.30, SD = 2.61) were significantly higher than those who were 
reported not to have been exposed to such books in the same period (mean = 
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3.95, SD = 3.04; t(82) = 3.79, p <0.01). The effect size of this t-test was 0.82, 
which is considered a strong effect (cf. Hanna and Dempster, 2016). 
• The results reveal that there was no significant difference in terms of the 
percentage of Standard Arabic in each story told by the students who were 
reported to have been exposed to books in that variety in the preschool period 
(mean = 9.55, SD = 10.62) and those who were reported not to have been 
exposed to such books in the same period (mean = 11.59, SD = 23.49; t(74) = 
.508, p >0.05). The effect size of the second test was 0.11, which is considered a 
weak effect (Hanna & Dempster, 2016). However, the power of this t-test was 
low and thus it is inconclusive (see limitations in Section 10.8). 
• There was a significant difference in students’ listening scores between the 
children who were reported to have attended preschool (mean = 6.92, SD = 
2.56) and those who were reported not to have done so (mean = 3.75, SD = 2.72; 
t(84) = 5.50, p <0.01). The effect size of this t-test was >1.00, which is 
considered as being a very strong effect (cf. Hanna and Dempster, 2016), and 
hence, the result is important. It also suggests that preschool attendance seems to 
have a stronger effect on listening comprehension scores than the effect of 
preschool exposure to books in Standard Arabic. 
• There was no significant difference in terms of the percentage of Standard 
Arabic in each story told by the students who were reported to have attended 
preschool (mean = 9.87, SD = 10.67) and those who were reported to have not 
done so (mean = 10.97, SD = 21.97; t(74) = .276, p <0.05). The effect size for 
the fourth t-test was 0.06, which is considered a weak effect (Hanna & 
Dempster, 2016). However, the power of this t-test was low, and therefore, the 
result of this fourth t-test is inconclusive (see limitations in Section 10.8). 
 
In the following two chapters, the focus will be on both teachers and students’ 








The key findings regarding data from the classroom observations (that took place in two 
primary schools in Riyadh) are presented in this chapter. The main goals of gathering 
classroom observation data were to explore 1) the types of Arabic used in the classroom 
and 2) the functions associated with such use. This chapter focuses on teachers’ 
language use, while pupils’ language use is discussed in the following chapter. The 
reasons behind the teachers’ choices of language as well as their attitudes towards 
Arabic varieties will be discussed in Chapter 9. The data shown in this chapter is aimed 
at addressing the third research question: ‘What types of Arabic are used by the 
participating teachers and students in the classroom, and how are they used?’. As 
discussed in Chapter 2, it is often claimed that Standard Arabic is the main or the only 
language used in learning and teaching in public and private schools in the Arab world 
(including Saudi Arabia). For instance, Habash (2010) postulates that Standard Arabic 
‘is the primary language of the media and education’ (p. 1). In this chapter, the types of 
Arabic used by teachers in the classroom are presented based on empirical data that 
were collected in two primary schools. 
 
This chapter is organised as follows: Subsections 7.1.1 and 7.1.2 are presented as parts 
of the introductory section. Subsection 7.1.1 gives an account of the data collected 
through classroom observations, including the number of lessons/classes that were 
observed and the number of participating schools and teachers. In Subsection 7.1.2, the 
analytic steps that were taken in order to yield the findings are explained. Next, I 
present information regarding the activity map of the classroom observation (Section 
7.2). This is followed by providing detailed discussions and examples about the types of 
Arabic used in the classroom by the teachers in the two focal schools, as well as the 
functions such usage serves (Section 7.3). In Section 7.4, a summary of the main 
findings is provided, and a comparison of the findings of the two schools is drawn with 
respect to teachers’ language use. 
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7.1.1 Participants and data collection 
The classroom observations took place in two public primary schools in Riyadh, which 
are referred to in this thesis as SCS and ECS34. The strategy that I used to select the 
participating schools was ‘purposive sampling’ (Bryman, 2012: 418). As explained in 
Chapter 3, the two schools (SCS and ECS) are located in different areas in Riyadh that 
are strongly associated with different socioeconomic levels. That in south Riyadh (SCS) 
has students with a predominantly low socioeconomic status, whilst the children in ECS 
are mainly of middle socioeconomic status. The rationale behind this contrast was to 
examine whether there were any differences in the participants’ language practices, 
according to different socioeconomic levels. 
 
The classroom observations took place over a period of just over two months. By means 
of audio recordings and field notes, I observed (in each participating school) three 
classes, four modules (Standard Arabic, religion, maths and science) and five teachers, 
who were responsible for teaching Year One students. 
 
Table 7.1 The number of the classes, lessons and modules that were observed 
 ECS SCS Total 
Classes 3 3 6 
Lessons 13 12 25 
Modules 4 in each school 
 
The total number of the lessons observed was 25, 13 in ECS and 12 in SCS (see Table 
7.2). In Table 7.2, each class has been named so they can be referred to easily 
throughout this chapter and the following one. The three classes in SCS have been 
named Class 1S, Class 2S, Class 3S. Whereas the classes in ECS have been called Class 
1E, Class 2E, Class 3E. 
 
 
                                                
34
 SCS = South City School, and ECS = East City School (see table of acronyms on p. 13). 
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Table 7.2 The number of lessons that were observed 
Class’s names Standard Arabic Religion Maths Science 
Class 1S 2 lessons 1 lesson  1 lesson 
Class 2S 2 lessons 1 lesson 1 lesson 1 lesson 
Class 3S 1 lesson 1 lesson 1 lesson  
Class 1E 2 lessons 1 lesson  1 lesson 
Class 2E 2 lessons 1 lesson 1 lesson 1 lesson 
Class 3E 2 lessons 1 lesson 1 lesson  
Total 11 6 4 4 
 
Each class of the two participating schools was equipped with a computer, an image 
projector and a whiteboard (see Figure 7.1). 
 
 
Figure 7.1 Typical floor plan of the classroom 
 
7.1.2 Analytic steps 
Both quantitative and qualitative methods were used to analyse the classroom data (see 
Chapter 3). More precisely, the following steps were taken. 
 
1. The lessons were split into different ‘episodes’ based on the work of Bloome et 
al. (2009). This step included providing a precise definition of an episode. 
Bloome et al. (2008: 56) point out that ‘what is taught and what is learned is a 
discourse or perhaps more accurately, a series of discourses…’. These different 
discourses are segmented into different episodes, such as writing and class 
management. I listened carefully to all the recorded lessons in order to segment 
the lessons into different episodes (complete details are provided in Section 7.2). 
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2. A word-count analysis was carried out to explore the frequencies of different 
types of Arabic used by the participating teachers and to calculate the 
percentages of Standard and Local Arabic in their spoken discourse in each 
episode. For instance, if a teacher used 100 total words in a given episode, 30 
words in Standard Arabic and 70 in Local Arabic, then 30% of his speech was in 
the former (and 70% was in the latter). As aforementioned, Standard and Local 
Arabic greatly differ in terms of vocabulary, phonology and grammar, therefore, 
it was relatively easy to distinguish the differences between the two varieties in 
the teachers’ talk. The criteria for determining whether an element was a part of 
Standard or Local Arabic were partly based on Eid’s (1988) guidelines (see 
Appendix 7). In order to increase the accuracy and reliability of the criteria used 
in the word-count analysis, I drew on the work of Burnard (1991) and asked two 
colleagues who were working on PhDs in applied linguistics, and who had good 
knowledge of Standard Arabic, to choose 10 random episodes (each episode 
lasts for between two and four minutes) and to conduct independently word-
count analyses on these episodes using the criteria discussed in Appendix 7. The 
three analyses were then compared and discussed. We agreed that the criteria 
used to distinguish between Standard and Local Arabic were suitable and that 
our analyses were generally similar. Consistent with the discussion in Chapter 6, 
my colleagues found a few words belonging to both Standard and Local Arabic 
(loanwords). We agreed that the context determines whether these words are 
Standard or Local Arabic (see Appendix 7 for more details). 
3. The lesson episodes were grouped into three different categories of language 
varieties used by the teachers: Local-Arabic-dominant episodes, Standard-
Arabic-dominant episodes and Mixed Arabic episodes. Episodes in which Local 
Arabic constituted no less than 81% of the teachers’ spoken language were 
grouped under the Local-Arabic-dominant category, while those in which 
Standard Arabic comprised no less than 75% of the spoken discourse were 
grouped under the Standard-Arabic-dominant category. The frequencies of 
Standard and Local Arabic in the Mixed Arabic episodes lay in a range between 
these two categories. 
4. In order to explore the functions of teachers’ language use in each of the three 
categories mentioned above, I listened carefully to all the episodes and made 
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notes of the patterns and functions of the teachers’ language use in each 
category. In addition: 
• Fifty-six episodes of the Local-Arabic-dominant episodes (out of 174) 
were transcribed and analysed in depth to explore the functions of 
teachers’ language use in class (which comprised 32.2% of the Local-
Arabic-dominant episodes); 
• Twenty episodes (out of 46) were transcribed and analysed at a 
discursive level to explore the patterns and functions of the language 
used in the Mixed Arabic episodes (which constituted 43.5% of the 
Mixed Arabic episodes); 
• Five episodes (out of 17) were transcribed and analysed in depth in the 
Standard-Arabic-dominant category to identify the functions of the 
language used in these episodes (which represented 29.4% of the 
Standard-Arabic-dominant episodes); 
• The selection of the episodes that were transcribed and analysed at a 
discursive level was determined on the basis of purposive sampling (cf. 
Cohen et al., 2007). I analysed a number of episodes from each episode 
type (e.g. writing and review episodes) in each of the three categories of 
language use. The rationale behind this was to explore the functions of 
Standard and Local Arabic used by the teachers in the different activities 
involved (e.g. what types of Arabic were used by the teachers for 
classroom management or when reviewing a past topic). 
 
A concise summary of the key findings based on the above steps is presented later in 
this chapter. More specifically, I present 1) descriptive statistical numbers regarding the 
frequencies of Arabic varieties used by the participating teachers in the observed lessons 
and 2) the functions associated with each of these varieties. This chapter features 
extracts that exemplify the data. 
 
7.2 Activity maps of the classroom observations 
 
Drawing on the work of Bloome et al. (2009: 316), an activity map of each observed lesson 
was designed. As aforementioned, each lesson of the observation data was divided into 
different ‘episodes’, with each fitting into a distinct type of activity carried out in the class 
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(which I refer to as ‘episode type’). For instance, a lesson might have five individual 
episodes, with three falling into a particular episode type (such as writing) and the 
remaining two belonging to a different episode type (such as listening; see Figure 7.2). 
 
 
Figure 7.2 A hierarchical relationship between ‘lesson’, ‘episode type’ and ‘episode’ 
 
There is a linear relationship between these episodes in each lesson: they run in 
sequence. For example, a lesson may comprise five episodes, starting with episode 1 
and progressing through and ending with episode 5 (see Figure 7.3 and Table 7.3). 
 
 
Figure 7.3 A sequential relationship between episodes during a lesson 
 
The major aim of these activity maps was, as a part of my analytic procedure, to look 
systematically at the different activities in each lesson with regard to the language varieties 
being used by the teacher. More specifically, I conducted a word-count analysis of each 
episode to explore the frequencies of Arabic used and the functions these types served. 
 
In Tables 7.3-7.8, the following identified episode types are shown: 
• Classroom Management (CM) – The teacher tries to keep the pupils organised and 
orderly during the lesson, e.g. asks them to sit down, be quiet and/or open their books; 
Episode 1 Episode 2 Episode 3 Episode 4 Episode 5
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• Review - One or more of the following: 
- Review (past topics) – The teacher reminds the students of past topics taken in 
previous lessons; 
- Review (the new topic) – The teacher reviews the new topic introduced in the 
lesson; 
• Reviewing the alphabet – Individual students go to the whiteboard and read the Arabic 
alphabet aloud, or they read the alphabet aloud in their desks; 
• Introducing a New Topic – The teacher starts explaining a new topic; 
• Exposition– The teacher explains some parts of the lesson; 
• Listening and Repeating (technology mediated) – The students listen to Standard 
Arabic sentences (or individual words) played on a CD and repeat after it; 
• Listening and Repeating by the teachers – The students listen to Standard Arabic 
sentences or words articulated by the teacher and repeat after him; 
• Listening (technology mediated) – The students listen to Standard Arabic 
words/sentences played on a CD; 
• Listening to Reading – The teacher reads aloud to the whole class; 
• Student Exercises – The whole class are asked to answer questions in their textbooks 
(usually presented on the whiteboard using the projector) and the teacher explains to the 
students what to do; 
• Reading out loud – One of the following: a student is asked to read words or sentences 
aloud, or students read the Qur’an aloud together; 
• Writing – One of the following tasks: the students are asked to copy some 
words/sentences from the whiteboard in their textbooks/notepads; or pupils complete an 
exercise by writing the missing words/letters in their textbooks; 
• Student Board-writing – The students go to the whiteboard and write one letter of the 
Arabic alphabet; 
• Whole-class Discussion – The teacher discusses a topic with the whole class, e.g. why 
should we learn the Arabic alphabet?; 
• Interactive Talk – One of the activities in class in which the students are asked to talk 
about a topic in the lesson, for which the teacher presents pictures using the projector 
and asks the students to comment on them; 
• General Conversation – The teacher and students talk about a casual topic that is not 
related to the lesson (e.g. they talk about what they did at the weekend); 
• Marking Homework– The teacher sits at his desk in front of the class and marks the 
students’ homework, mostly with inaudible/unclear talk; 
• Break – The teacher gives the students a break, during which they usually talk to each 
other;  
• Managing Technology – The teacher prepares the computer to use the projector 
(usually at the beginning of the lesson). 
 
These episode types can be broadly divided into two groups: high frequency and low 
frequency. High frequency episodes are: CM, Review, Introducing a New Topic, 
Exposition, and Student Exercises. Whilst the low frequency episodes are: Break, 
General Conversation, Interactive Talk, Whole-class Discussion, Managing 
Technology, and Marking Homework. However, there are particular episode types that 
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occurred frequently only in specific lessons, such as Listening and Repeating, Reading 
out loud and Writing during Standard Arabic lessons. 
 
Tables 7.3-7.8 present the activity maps of the classroom data, with each presenting one 
of the six participating classes. For example, Table 7.3 presents the lessons that were 
observed in Class 2S. Because of the variations in length of the observed lessons, some 
lessons (the longer ones) were divided into up to 17 episodes, whilst the shorter lessons 
were split into 6-9 episodes. The average number of episodes in each observed lesson is 
10. Moreover, the average duration of each episode in my data is three to four minutes. 
Whilst the regular lesson in primary schools in Saudi schools takes 40 minutes, the 
length of the observed lessons varies because some teachers combined two lessons 
together, such as the lesson ‘Standard Arabic 1’ in Table 7.335. 
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 It should be noted that Table 7.3 is presented in this section while the remaining tables (regarding the 











































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































7.3 Types of Arabic used by the teachers in the lesson episodes 
 
The lesson episodes in both participating schools were grouped into the three previously 
explained different categories of language varieties used by the teachers: Local-Arabic-
dominant episodes, Mixed Arabic episodes and Standard-Arabic-dominant episodes. 
These three categories are discussed in detail along with illustrative examples in the 
following subsections. 
 
7.3.1 Local-Arabic-dominant episodes 
The analysis demonstrates that the teachers drew on both Local and Standard Arabic to 
conduct the lesson episodes that fall into the Local-Arabic-dominant category. 
However, Local Arabic36 comprised no less than 81% of the teachers’ overall speech. 
The Local-Arabic-dominant category contains 174 episodes (out of 237; 73.4% of all 
episodes) and the interactions (in these episodes) were clearly teacher-led. Table 7.9 
provides a statistical summary of the episode types that fit into this category. The lesson 
episodes shown in Table 7.9 occurred during the four modules that were observed in the 
two focal schools. More specifically, the episodes that fall into the Local-Arabic-
dominant category are as follows: 97.5% of the maths episodes (39 episodes out of 40), 
74.2% of the Standard Arabic module episodes (95 out of 128), 73.1% of the science 
episodes (19 out of 26), and 48.8% of the religion episodes (21 out of 43). The rationale 
behind the predominance of Local Arabic in teachers’ language use in class, as 






                                                
36
 The data indicate that the Local Arabic used by the teachers in the classroom differed from one teacher 
to another; each teacher used his local dialect. More precisely, seven different regional dialects were used 
by different teachers in the classrooms, namely: the Najdi dialect (the middle of Saudi Arabia), Zulfi 
dialect, Riyadh dialect, Hejazi dialect (west of Saudi Arabia), Northern dialect, Southern dialect and 
Bedouin dialect of Western Saudi Arabia. Generally speaking, these dialects appeared to be mutually 
intelligible between the teachers and students. 
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Table 7.9 Descriptive statistical numbers of Local-Arabic-dominant episodes 
Episode types Local-Arabic-dominant 
episodes 
Total no. of episodes in all 
lessons 
CM   70 (100%)* 70 
Listening and Repeating (technology 
mediated) 16 (100%) 16 
Writing 15 (100%) 15 
Student Board-writing   3 (100%)   3 
Reviewing the alphabet   6 (100%)  6 
Whole-class Discussion   1 (100%)  1 
Interactive Talk   3 (100%)  3 
General Conversation   4 (100%)  4 
Listening   2 (100%)  2 
Reading aloud  10 (83.3%)                       12 
Student Exercises                   20 (69.0%) 29 
Exposition 10 (52.6%) 19 
Introducing a new topic   5 (41.7%) 12 
Review   9 (32.1%) 28 
Episodes in other categories  17 
Total 174 (73.4%) 23737 
*The numbers in brackets show the percentages of Local-Arabic-dominant episodes in relation to the total number of 
the particular episode type. For example, Review episodes that fit into the Local-Arabic-dominant category constitute 
32.1% of all Review episodes in all lessons. 
 
The analysis of the language used in the episodes shown in Table 7.9 reveals that the 
participating teachers used Standard Arabic in their spoken language for up to 19% of 
their total speech in each episode. This variety was used for two main functions: 
• Standard Arabic was used for content-related purposes, such as reading, quoting 
or using vocabulary items from the student textbook and for technical/academic 
terms that do not have common equivalents in Local Arabic, such as harakat 
(short vowels), horof almad (long vowels), jomlah (a sentence), jamʕ (addition), 
tarh (subtraction), qisma (division), darb (multiplication), madah (a substance), 
gaziat (gases) and swaeal (liquids; see, for example, Extract 7.1 in Appendix 
26). 
• Standard Arabic was used for religion-related purposes, such as reciting the 
Qur’an or Hadith38, saying a prayer or using a formulaic religious expression39 
                                                
37
 It should be noted that the total number of episodes in my data is 248. However, three episode types 
(Marking homework, Break and Managing Technology; a total of 11 episodes) were excluded from the 
analysis of the teachers’ language use in class because they rarely spoke during these. 
38
 As explained previously, Hadith comprises the sayings of the prophet Mohammad. 
39
 According to Wray (2002), a formulaic expression can be defined as ‘a sequence, continuous or 
discontinuous, of words or other elements, which is, or appears to be, prefabricated: that is, stored and 
retrieved whole from memory at the time of use’ (p. 9). 
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and using religious terminologies. Examples of a prayer or formulaic 
expressions from the data are: bism allah wa alsalato wa alssalam ʕla rasol 
allah, meaning ‘with the name of God, and peace be upon the prophet 
Mohammad’, In ʃa’a Allah, meaning ‘if God wills’ and Baraka Allah feek, 
meaning ‘God bless you’ (see Extract 7.3).  
 
On the other hand, the participating teachers used Local Arabic in this category to serve 
eight major functions, which are shown in Table 7.10. 
 
Table 7.10 Functions of the Local Arabic used in the Local-Arabic-dominant episodes 
Functions of using Local Arabic Episodes associated 
with these functions 
1. Provide exposition (to the topic under explanation), simplify 
information and give examples 
Exposition, Review, 
Introducing a New Topic 
and Writing 
2. Interpret (or translate) the meaning of Standard Arabic words 
Exposition, Review, 
Introducing a New Topic, 
Writing and Reading out 
loud 
3. Ask questions, lead a discussion and allow students to talk and 
answer 
The majority of the 
episodes in the Local-
Arabic-dominant 
category 
4. Explain the task that the students should perform or give 
instructions for a specific task (e.g. to tell the students how to do an 
exercise or how to read/write a word or a sentence) 
Student Exercises, 
Writing, Listening and 
Repeating and Reading 
out loud 
5. Give feedback, such as ‘correct’ or ‘try again’, to pay students 
compliments and to encourage them, such as using the expressions 
‘good boy, well done, nice and excellent’ 
The majority of the 
episodes in the Local-
Arabic-dominant 
category 
6. Manage the class, engage pupils, ensure that students are 
following and are on task as well as keeping students quiet and 
ready for succeeding lesson episodes 
CM and the majority of 
the episodes 
7. Use in social interactions, such as general conversation, joking, 
making sarcastic or humorous comments and in greetings, such as 
‘good morning’ and ‘how are you?’ 
General Conversation, 
Interactive Talk and the 
majority of the episodes 
8. Use occasionally for scolding or criticising students. For all the 
instances in which some teachers scolded/criticised pupils, Local 
Arabic was the language used. For instance, in a maths lesson, a 
child was whistling, and the teacher used Local Arabic to scold him 
angrily for doing so 
A few instances were 





Extract 7.2 presents an example of the Local Arabic used by one of the participating 
teachers (Mr Khalid40). He used a question-answer method to comment on two Standard 
Arabic sentences that the students had listened to in a preceding episode. Mr Khalid 
mainly used Local Arabic (it comprised no less than 92% of his total speech in this 
episode) to ask questions (lines 1, 5 and 7), to interpret the meaning of Standard Arabic 
words (line 5), to give feedback (lines 5 and 10) and overall, to explain the topic. A 
clear pattern observed in the use of Local Arabic among the participating teachers was 
to translate the meaning of Standard Arabic words, such as those illustrated in Extract 
7.2. The teachers often asked about the meaning of Standard Arabic words (e.g. ‘What 
does this word mean?’) and then provided the answers in Local Arabic. In line 1, Mr 
Khalid used Standard Arabic to read a word that was presented on the whiteboard. 
 
Extract* 7.2 
Class 1S, Standard Arabic 1 
Teacher: Mr Khalid 
(An Exposition episode) 
 ؟"ﻞﻛر" ﻰﻨﻌﻣ شو ..ﺐﯿط :م 
1 T: okay.. what does “rakala” [kick, in Standard Arabic] mean? 
 ط١تﺎﺷ ﻲﻨﻌﯾ :  
2 S1: it means shat [kick, in Local Arabic] 
 ط٢تﺎﺷ ﻲﻨﻌﯾ :  
3 S2: it means shat [kick, in Local Arabic] 
 ط٣ةرﻮﻜﻟا تﺎﺷ ﻲﻨﻌﯾ :  
4 S3: it means shat [kick, in Local Arabic] the ball 
 ؟ﺖﯿﺒﻟا ﻲﻓ ﺐﻌﻠﯾ ﺪﺣاﻮﻟا ﺢﻠﺼﯾ ﺐﯿط ...هﺎھ تﺎﺷ :م 
5 T: shat [kick, in Local Arabic]… okay then.. is it okay for a person to play [football] at home? 
 ﻻ :ﺪﺣاو تﻮﺼﺑ بﻼط 
6 Ss: [at the same time] no 
 ؟ﮫﯿﻓ ﺐﻌﻠﯾ ﻦﯾو :ﻢﻠﻌﻣ 
7 T: where should he play? 
 ط٣ﺐﻠﻌﻤﻟا ﻲﻓ :  
8 S2: on the playground 
 ط٤ﺐﻠﻌﻤﻟا ﻲﻓ :  
9 S3: on the playground 
 هﻮﯾأ :م 
10 T: yes 
 
* Transcription keys (in this extract and all the subsequent extracts): 
.. = Short pause (2 seconds or less) 
…= Long pause (3 seconds or more) 
() = Unclear utterance 
S = Student 
T = Teacher 
? = Used at the end of sentence/s to indicate that they represent a question 
Underlined words/sentences are in Standard Arabic. 
“…” = Words/sentences within quotation marks indicate that they resulted from reading/quoting from the whiteboard 
or the student textbook. 
[…] = Omitted utterances 
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In Extract 7.3, the teacher (Mr Ali) used Local Arabic as the main spoken language (it 
comprised no less than 81% of his total utterances) to serve five main functions: 1) to 
ask questions and allow/choose students to answer (lines 1, 3, 5, and 9); 2) to give 
instructions, such as ‘read it to yourself without sound. Come on don’t look at me look 
at the word’ (line 1); 3) to provide feedback and offer praise (lines 5, 7, and 11); 4) to 
draw pupils’ attention, so as to ensure they were following and on task (line 7); and 5) 
to make a sarcastic comment occasionally, such as ‘there is none bigger than this [font 
on the whiteboard] and you are looking at your book! Come on guys!’ (line 9). In this 
extract, Mr Ali used Standard Arabic to read the words written on the whiteboard (line 
11) and for uttering a formulaic religious expression ‘God bless you’ (line 11). 
  
Extract 7.3 
Class 3S, Standard Arabic 
Teacher: Mr Ali 
(A Reading Out Loud episode) 
 
 ﺎھ ﺎﮭﻔﺷ ﺎﻧأ ﻲﻧﺮظﺎﻨﺗ ﻻ ﺔﻤﻠﻜﻟا ﮫﻠﻠﯾ ..ﺎھ تﻮﺻ نوﺪﺑ ﻚﺴﻔﻧ ﻲﻓ ﺎﮭﺠﮭﺗ ..؟ﺔﻤﻠﻛ لوأ ﻲﻟ اﺮﻘﯾ ﻦﻣ :م 
1 T: who can read the first word?.. read it to your self without sound.. come on don’t look at me look at the word 
 ط١ذﺎﺘﺳ :  
2 S1: Mr 
 
 ﺎﯾ ﻢﻌﻧ :م؟ﻲﻣار  
3 T: yes Rami? 
 "دﻮﻌﻧ" :ﻲﻣار 
4 Rami: “visit” 
 ﺪﺑﺎﻋ ﺎﯾ ﻢﻌﻧ ..ﻦﯾز ﺎﺠﮭﺗ ..ﺄﻄﺧ ﻻ :م 
5 T: wrong.. read accurately.. yes Abid? 
 (..) :ﺪﺑﺎﻋ 
6 Abid: (..) 
 ةرﻮﺒﺴﻟا ع ﻚﻠﺧ ﺪﺑﺎﻋ ..ﻞﯿﻠﺧ قدﺎﺻ ﺎﯾ ﺎﻨﻌﻣ ..بﺎﺒﺷ ﺎﯾ ﺎھ ..ﻞﺠﻌﺘﺴﺗ ﻻ ﻞﺠﻌﺘﺴﺗ ﻻ ..ﺦﯿﺷ ﺎﯾ ﻻ :م 
7 T: no man.. don’t rush don’t rush.. come on guys.. come on Sadig Khaleel.. Abid look at the whiteboard 
 ط٢ذﺎﺘﺳ ذﺎﺘﺳ :  
8 S2: Mr Mr 
 ؟ﻲﻠﻋ ﺎﯾ ..بﺎﺒﺷ ﺎﯾ ﺎھ ..بﺎﺘﻜﻟا ﻲﻟ ﺮظﺎﻨﺗ ﺪﻋﺎﻗ ..ﮫﯿﻓ ﺎﻣ اﺬﻛ ﻦﻣ ﺮﺒﻛأ :م 
9 T: there is none bigger than this [font on the whiteboard] and you’re looking at your book.. come on guys.. Sami? 
 "دﺎﻋ" :ﻲﻣﺎﺳ 
10 Sami: “visited” 
 ﻞھﺎﺘﺴﯾ ..ﮫﻟ اﻮﻘﻔﺻ ..ﻚﯿﻓ ﷲ كرﺎﺑو ﺖﻨﺴﺣأ "دﺎﻋ" :م 
11 T: “visited” excellent and God bless you.. give him a round of applause.. he deserves it 
 
In Extract 7.4, one of the participating teachers (Mr Sultan) used Local Arabic in no less 
than 83% of his spoken discourse to explain the task that the students were to perform. 
He was presenting a writing exercise (from the student Standard Arabic exercise book) 
on the whiteboard using an image projector. He used Local Arabic to explain to the 
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students what to do and where to write the words in their exercise books (lines 1-3). In 
this extract, Mr Sultan also used Local Arabic to draw students’ attention and to ensure 
that they were following and on task, such as when he said ‘pay attention’ (line 1) and 
‘come on Hamil’ (line 3). 
 
Extract 7.4 
Class 2E, Standard Arabic 2 
Teacher: Mr Sultan 
(A Writing episode) 
  ﻦﻣ اﺪﺒﻧ ..ﮫﻠﻠﯾ ..قﻮﻓو ماﺪﻗ ﺎﮭﺒﺘﻜﻧ ..ﺎﻨھ ﺎﮭﺒﺘﻜﻧ اﺪﺒﻧ ..يﺬھ تﺎﻤﻠﻜﻟا ..يﺬھ تﺎﻤﻠﻜﻟا يﺪﻨﻋ ..يﺪﻨﻋ يﺬھ ..ﺎﻨھ يﺎﻌﻣ ﻚﻠﺧ ﮫﻠﻠﯾ :م 
  ﺎﯾ ﮫﻠﻠﯾ ..ﮫﻠﻠﯾ ..قﻮﻓ ﻦﻣ ﺎھاﺪﺒﻧ ..ﺔﺴﻣﺎﺨﻟاو ﺔﻌﺑاﺮﻟاو ﺔﺜﻟﺎﺜﻟاو ﺔﯿﻧﺎﺜﻟاو ..ﻰﻟوﻷا ﺔﻤﻠﻜﻟا ﺐﺘﻜﻧ ..ﺎﮭﺒﺘﻜﻧ ﺎﻨھﺮﻣﺎﻋ ﺎﯾ ﮫﻠﻠﯾ ..ﻞﻣﺎھ  
1 T: okay pay attention here.. I got these words.. these words.. we start writing them here.. we  
2 write it in front and top.. we start writing from here.. we write the first word.. the second..  
3 third forth and fifth.. we start from top.. come on.. come on Hamil.. come on Amir 
 
Extract 7.5 provides an example of an Interactive Talk episode. In this part of the 
episode, the teacher (Mr Badar) was showing the students some pictures using the 
projector (see for example Figure 7.4) and asked them to comment on these pictures. In 
this episode, Local Arabic comprised no less than 93% of Mr Badar’s total speech. Mr 
Badar used it to: 1) to ask questions, lead a conversation, and to allow students to give 












Class 2S, Standard Arabic 1 
Teacher: Mr Badar 
  ﺶﯾإ :م؟ﮫﻟ اﻮﺣار ﺎﻤھ ﻲﻠﻟا قﻮﺴﻟا  
1 T: what types of market did they go to? 
 ط١رﺎﻀﺨﻟا قﻮﺳ :  
2 S1: vegetable market 
  ..ﺢﺻ ﻢﻜﻠﻛ ﻦﯾزﺎﺘﻤﻣ ..ﺐﯿط هﻮﯾأ ..رﺎﻀﺨﻟا قﻮﺳ :م 
  ؟ةرﻮﺼﻟا يﺬھ ﺎﮭﯿﻓ شإ ﻢﯿھاﺮﺑإ ﺎﯾ ﺎھ ..ﺎھرﺎﺴﯾ ﻰﻠﻋ ﺎﮭﯿﺒﻨﺟ ﻰﻠﻋ ﻲﻠﻟا ةرﻮﺼﻟا 
3 T: vegetable market.. okay.. you’re all correct.. well done.. 
4 T: the picture on the left.. what’s going on in this picture Ibraheem? 
 ﻢطﺎﻤط يﺮﺘﺸﯾ :ﻢﯿھاﺮﺑإ 
5 Ibraheem: he is buying tomatoes 
 ؟ﻢطﺎﻤط ﮫﯿﻄﻌﯿﺑ ﻲﻠﻟا ﻦﻣ ..ﻢطﺎﻤط يﺮﺘﺸﯾ :م 
6 T: he is buying tomatoes.. who is giving him tomatoes? 
 ... :ﻢﯿھاﺮﺑإ 
7 Ibraheem: … 
 
In addition to the use of Standard Arabic in the teachers’ spoken discourse, this variety 
was also used, in the episodes that fit into the Local-Arabic-dominant category, in two 
main ways. 
• The teachers a) presented Standard Arabic sentences/words on the whiteboard, 
in which the students were asked to read or copy into their exercise 
books/notepads, and b) wrote Standard Arabic words as examples of the Arabic 
alphabet being explained. An equivalent example in English would be to write 
the word apple as an example of the letter A; see Figure 7.5. 
• For playing audio materials to students (e.g. stories in Standard Arabic, or 
Standard Arabic sentences). These audio materials were used in 16 Listening 








7.3.2 Mixed Arabic episodes 
The analysis shows that the participating teachers drew on Local and Standard Arabic in 
a smooth and dynamic way in 46 episodes (out of 237; see Table 7.11). The teachers 
used the two varieties with relatively equal distribution in the episodes that fit into the 
Mixed Arabic category (more specifically, Standard Arabic comprised between 27 and 
55% of teachers’ overall utterances, in each episode). 
 
Table 7.11 The total number of episodes in the Mixed Arabic category 
Episode types Mixed Arabic episodes Total no. of episodes in all lessons 
Review 19 (67.9%)* 28 
Introducing a New Topic 7 (58.3%) 12 
Exposition 9 (47.4%) 19 
Student Exercises 9 (31%) 29 
Reading out loud 2 (16.7%) 12 
Episodes in other categories  137 
Total 46 (19.4%) 237 
*The numbers in brackets show the percentages of Mixed Arabic episodes in relation to the total number of a 
particular episode type. For example, Review episodes that fit into the Mixed Arabic category constitute 67.9% of all 
Review episodes in the data. 
 
The episodes presented in Table 7.11 occurred during the four modules that were 
observed. More precisely, the episodes that fall into the Mixed Arabic category are as 
follows: 44.2% of religion episodes (19 out of 43), 26.9% of science episodes (7 out of 
26), 14.8% of Standard Arabic module episodes (19 out of 128), and one episode in 
maths.  
 
The analysis shows that, in the Mixed Arabic episodes, the participating teachers used 
Local Arabic for the same eight functions outlined in Table 7.10 in Subsection 7.3.1. 
Whereas, the participating teachers used Standard Arabic to serve four main functions, 
namely: 
• Similar to what was discussed in Subsection 7.3.1, Standard Arabic was 
associated with content-related use of Standard Arabic, such as reading, quoting 
or using vocabulary items from the student textbook, and for technical/academic 
terms, such as the words ‘substances, liquids and dots’ (see Extracts 7.7 and 
7.9); 
• Also, akin to what was shown in the previous subsection, Standard Arabic was 
closely associated with religion-related utterances, such as reciting the Qur’an or 
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Hadith, or uttering a prayer or a formulaic religious expression (see for example 
Extract 7.8); 
• The use of Standard Arabic in the Mixed Arabic episodes differs from the Local-
Arabic-dominant episodes in that Standard Arabic was used to explain some 
parts of the lesson (see Extract 7.7). This function also overlaps with the first 
function of Local Arabic that was explained in Subsection 7.3.1; 
• Standard Arabic was occasionally used to translate (or explain the meaning of) 
some Standard Arabic words (see Extract 7.8), which also overlaps with the 
second function of Local Arabic that was explained in Subsection 7.3.1. 
 
In the Mixed Arabic episodes, Standard Arabic was the only type of Arabic used in 
writing, such as when writing (or presenting using the projector) words/letters/sentences 
on the whiteboard. 
 
Extract 7.7 gives an illustrative example of the language used in the Mixed Arabic 
category. In this extract, the participating teacher (Mr Hasan) used a mix of Standard 
and Local Arabic in his spoken language to explain a part of the topic. The word-count 
analysis of the entire episode shows that 37.4% of his total speech was in Standard 
Arabic, while the remaining (62.6%) was in Local Arabic. As Extract 7.7 shows, Local 
Arabic was used to explain how to write the letter ي ‘y’ and its position41 in the word 
(lines 1 and 4) and to praise students (good boys; line 8). Mr Hasan used Standard 
Arabic to articulate the curriculum’s words/terms from the student textbook, such as 
‘two dots’, ‘the middle of the word’ and ‘position’ (lines 4, 5 and 8) as well as to 
explain the letter under explanation, such as ‘it is drawn’ and ‘it has two dots under it’ 
(lines 1 and 11, respectively). Mr Hasan also used Standard Arabic to write the letter ي 




                                                
41
 As explained in Chapter 1, Arabic is written in a cursive style, and therefore, each letter has different 
shapes according to its position in the word: at the beginning of the word, in the middle, or at the end (cf. 




Class E3, Standard Arabic 1 
Teacher: Mr Hasan 




 ؟..ﮫﻟ ﺲﺑ ﺎﺒﻟا فﺮﺣ ﻞﻜﺷ ﻞﺜﻣ [ةرﻮﺒﺴﻟا ﻰﻠﻋ ءﺎﯿﻟا فﺮﺣ ﻢﺳﺮﯾ م]..اﺬھ ﻞﻜﺸﻟﺎﺑ ﻢﺳﺮﯾ ..اﺬھ ﻞﻜﺸﻟﺎﺑ ﺔﻤﻠﻜﻟا لوأ ..؟فﺮﺤﻟا ﻲﺠﯾ ﻦﯾو :م 
1 T: where does the letter come?.. at the beginning of the word like this.. it is drawn like this.. like  
2 the letter B but it has..? [T is drawing the letter ي Y on the whiteboard] 
 ﻦﯿﺘﻄﻘﻧ :بﻼط 
3 Ss: two dots  
 
 ﺔﯿﻧﺎﺜﻟا ﺔﻟﺎﺤﻟا ..ﺔﻄﻘﻧ لﺪﺑ ﻦﯿﺘﻄﻘﻧ :م 
4 T: two dots instead of one.. the second position.. 
 ﻦﯿﺘﻄﻘﻨﺑ ﺎﮭﺒﺘﻜﻧ :٢ط 
5 S2: we write two dots 
 ؟ﻲﺠﯾ ﻦﯾو :م 
6 T: where does it come? 
 ﺔﻤﻠﻜﻟا ﻂْﺳو :بﻼط 
7 Ss: the middle of the word 
 [ةرﻮﺒﺴﻟا ﻰﻠﻋ ءﺎﯿﻟا فﺮﺣ ﻢﺳﺮﯾ م] ﮫﻤﺳر نﻮﻜﯾ اﺬھ ﻞﻜﺸﻟﺎﺑ ﺔﻤﻠﻜﻟا ﻂﺳو ..ﻦﯾزﺎﺘﻤﻣ ﺔﻤﻠﻜﻟا ﻂَﺳو :م 
8 T: the middle of the word.. good boys.. the middle of the word.. its shape looks like this   
9 [T is drawing the letter ي Y on the whiteboard] 
 ط٢ ﺮﺧآ :ﺔﻤﻠﻜﻟا  
10 S2: the end of the word 
 
 ﺔﺜﻟﺎﺜﻟا ﺔﻟﺎﺤﻟا ﺎﻣأ ..ﻞﻔﺳﻷﺎﺑ ﻦﯿﺘﻄﻘﻧ ﮫﻟو ﮫﻟو :م 
11 T: and it has it has two dots under it.. as for the third position 
 
Extract 7.8 gives another example of the language used by the participating teachers in 
the Mixed Arabic category. In this extract, the participating teacher (Mr Badar) was 
reviewing a previous topic in a religion lesson. The word analysis of the entire episode 
reveals that 27.3% of Mr Badar’s speech was in Standard Arabic. He used Standard 
Arabic 1) to articulate the Hadith (lines 2 and 5); 2) for religious terminologies ‘the 
testimony’ (line 1) and to say ‘peace be upon him’ (line 3); and 3) to explain the 
meaning of Standard Arabic words. Mr Badar also used Local Arabic (in 72.7% of his 
spoken language in this episode) 1) to explain the topic (lines 1-3); 2) to praise students 










Class 2S, religion 
Teacher: Mr Badar 
(A Review episode) 
 يﺬھ ﺎﯿﺷأ ﺔﺴﻤﺨﻟا ؟ﺶﯾإ ﺎﻨﻠﻗ هﺪﻨﻋ نﻮﻜﯾ مزﻻ ﻢﻠﺴﻣ ﺮﯿﺼﯿﺑ ﺪﺣاو يأ ﻢﻠﺴﻤﻟا نﻮﻜﯾ مزﻻ ﻲﺸﻟا يﺬھ ةدﺎﮭﺸﻟا يﺬھ ﺐﯿط :م 
 ﻢﻠﺳو ﮫﯿﻠﻋ ﷲ ﻰﻠﺻ لﻮﺳﺮﻟا مﻼﻛ اﺬھ ؟ﺶﯾإ ﺎھﺪﻌﺑ ﻲﻠﻟا .."ﷲ لﻮﺳر اﺪﻤﺤﻣ نأو ﷲ ﻻإ ﮫﻟإ ﻻ نأ ةدﺎﮭﺷ" ..ﺪﻣﺎﺣ ﺎﯾ 
 ﻢﻠﺳو ﮫﯿﻠﻋ ﷲ ﻰﻠﺻ اﻮﻟﻮﻗ ..ﮫﯿﻠﻋ اﻮﻠﺻ 
1 T: okay this is the testimony that every Muslim or a person who wants to become a Muslim must what? have these  
2 five things.. Hamid [pay attention].. “there is no deity but Allah and Mohammad is the messenger of Allah”.. 
3 the second thing.. these are the words of the prophet peace be upon him.. say peace be upon him 
 ﻢﻠﺳو ﮫﯿﻠﻋ ﷲ ﻰﻠﺻ :ط 
4 Ss: peace be upon him 
 ؟هﺎھ ؟"ةﻼﺼﻟا مﺎﻗإ" ﻲﻨﻌﯾ ﺶﯾإ ﻲﻟ لﻮﻘﯾ ﻦﯿﻣ .."ةﻼﺼﻟا مﺎﻗإ" ؟ﺎﻨﻠﻗ ﺶﯾإ ..ﻲﻧﺎﺜﻟا ﻲﺸﻟا ..ﺐﯿط ..ﻦﯾزﺎﺘﻤﻣ :م 
5 T: good boys.. okay.. the second thing.. what did we say? “praying”.. who can tell me what does “praying” mean?  
 
[…] 
 ط٢ﻲﻠﺼﯾ مﻮﻘﯾ ﻻ :  
6 S2: no to stand praying  
 ﺐﯿط ..ﻲﻠﺼﯾ مﻮﻘﯾ ﺪﯿﻌﺳ ﻢﻜﻠﯿﻣز لﺎﻗ ﺎﻣ يز ﻲﻨﻌﯾ ..ةﻼﺼﻟا ﻢﯿُﻘﯾ ﻲﻨﻌﯾ "ةﻼﺼﻟا مﺎﻗإ" ..زﺎﺘﻤﻣ ﻲﻠﺼﯾ مﻮﻘﯾ :م 
7 T: to stand praying.. excellent.. “praying” means to pray.. as your classmate Saeed said to stand praying.. okay 
 
Extract 7.9 shows a part of teacher-student interaction that took place in a science 
lesson. The participating teacher (Mr Fahad) used both Standard and Local Arabic in a 
fluid way during the lesson episode. The word-count analysis of the whole episode 
shows that 55.2% of Mr Fahad’s speech was in Standard Arabic. Mr Fahad used 
Standard Arabic to: 1) quote from the student textbook (lines 2 and 4), and to use 
scientific terms ‘substances’ and ‘liquids’ (line 1); 2) to explain the topic (line 1); and 3) 
to utter a religious formulaic expression ‘if God wills’ (line 1). In contrast, Local Arabic 
was used in this episode to ask questions as well as to explain the topic (lines 1 and 2) 
and to manage the class, such as in line 4 ‘okay sit down’. 
 
Extract 7.9 
Class 1S, science 
Teacher: Mr Fahad 
(Introducing a New Topic) 
 
 ؟ﺶﯾإ "ﺬﺧﺄﺗ ﻲﺘﻟا ةدﺎﻤﻟا ﻲھ" ؟ﺔﻠﺋﺎﺴﻟا ةدﺎﻤﻟا ﻒﯾﺮﻌﺗ ﻮھ ﺎﻣ فﺮﻌﻧ ..ﺔﻠﺋﺎﺴﻟا ؟ﺶﯾإ ةدﺎﻤﻟا ﺬﺧﺎﻧ ﷲ ﺔﺌﯿﺸﻤﺑ ﺎﻧﺪﻨﻋ مﻮﯿﻟا :م 
 ؟ﺶﯾإ .."ﻊﺿﻮﺗ يﺬﻟا ءﺎﻋﻮﻟا ﻞﻜﺷ" 
1 T: today if God wills we have the substances.. what? liquids.. we know what the definition of  
2 a liquid is? “it is a substance that takes” what? “the shape of its container” what? 
 ط١(...) ذﺎﺘﺳ :  
3 S1: Mr 
 "ﮫﯿﻓ ﻊﺿﻮﺗ يﺬﻟا ءﺎﻋﻮﻟا ﻞﻜﺷ ﺬﺧﺄﺗ ﻲﺘﻟا ةدﺎﻤﻟا ﻲھ ﺔﻠﺋﺎﺴﻟا ةدﺎﻤﻟا" ..ﺐﯿط (...)و ﺲﻠﺟا ﺐﯿط :م 




In the Mixed Arabic episodes, three of the participating teachers made a number of 
grammatical mistakes and mispronounced words when using Standard Arabic. For 
example, in one of the lessons, the teacher (Mr Sultan) said ‘Omar yohibo alriyadato’ 
[Omar loves sport] instead of ‘alriyadata’. As explained in Appendix 1, Standard Arabic 
words are ‘marked by an inflectional system of vocalic representation consisting of 
short vowels’ at the end of the words (Maamouri, 1998: 34). Each word ends with one 
of three different short vowels (a, i or o) depending on its position in the sentence (e.g. 
subject or object; Maamouri, 1998). Because the word ‘alriyadata’ was an object in the 
sentence mentioned above, it should include the short vowel ‘a’ instead of ‘o’. 
 
7.3.3 Standard-Arabic-dominant episodes 
The analysis demonstrates that Standard Arabic was predominant in the teachers’ 
spoken language in two episode types: Listening and Repeating (conducted by the 
teachers) and Listening to Reading, a total of 17 episodes (out of 237; see Table 7.12). 
In each of these episodes, Standard Arabic constituted 75-85% of teachers’ spoken 
discourse. The episodes shown in Table 7.12 occurred in two of the four observed 
modules, namely, 11% of the Standard Arabic module episodes (14 out of 128), and 7% 
of the religion episodes (3 out of 43). Discussions on the use of Standard Arabic by the 
teachers and their attitudes towards it are provided in Chapter 9 (Section 9.5). 
 
Table 7.12 The total number of episodes in the Standard Arabic category 
Episode types Standard-Arabic-dominant 
episodes 
Total no. of episodes in all 
lessons 
Listening and Repeating (conducted by the 
teachers) 13  13 
Listening to Reading 4  4 
Episodes in other categories  220 
Total 17 (7.2%) 237 
 
The functions of Standard Arabic that was used in these episodes were to: 1) read 
sentences/words to students, who would then either repeat after the teacher (see Extract 
7.10) or merely listen and 2) occasionally to say religious formulaic expressions, such 
as ‘in the name of Allah’ (line 1, Extract 7.10). Local Arabic was also occasionally used 
to manage the class, draw pupils’ attention, and to ensure that they were on task, such as 










Class E1, Standard Arabic 2 
Teacher: Mr Mohammad 
(A Listening and Repeating episode) 
 "ءﺎﻔﺷ ﮫﯿﻓ" ..ﷲ ﻢﺴﺑ اﺪﺒﻧ ﮫﻠﻠﯾ :م 
1 T: come on.. in the name of Allah we start.. “wherein is healing” 
 "ءﺎﻔﺷ ﮫﯿﻓ" :بﻼط 
2 Ss: “wherein is healing” 
 "دﺎﻋ" :م 
3 T: “came back” 
 "دﺎﻋ" :بﻼط 
4 Ss: “came back” 
 "ﺢﻟﺎﺻ دﺎﻋ" :ﺐﻟﺎط 
5 S1: “Saleh came back” 
 "دﺎﻋ" ..ﻦﯾو ﻲﻌﺒﺻإ اوﺮظﺎﻧ اﻮﮭﺒﺘﻧا :م 
6 T: pay attention.. look at where I’m pointing to.. “came back” 
 "دﺎﻋ" :بﻼط 
7 Ss: “came back” 
 "دﺎﻋ" :م 
8 T: “came back” 
 "دﺎﻋ" :بﻼط 
9 Ss: “came back” 
 "ﺢﻟﺎﺻ" :م 
10 T: “Saleh” 
 
Akin to the other two categories discussed in the previous subsections, Standard Arabic 
was the only type of Arabic used in written discourse in the episodes that occurred in 
the Standard-Arabic-dominant category (such as writing or presenting words/sentences 




The findings show that the teachers’ language use in the two participating schools was 
similar. The participating teachers in the two focal schools drew on both Local and 
Standard Arabic to conduct the observed lessons. However, the frequency of using the 
two types of Arabic varied in the teachers’ spoken language. The findings show that 
Local Arabic was dominant in 73.4% of all lesson episodes (174 episodes out of 237), 
whilst Standard Arabic was predominant in only 7.2% of the lesson episodes (17 
episodes out of 237). A relatively equal distribution of the two Arabic varieties was 




Despite Local Arabic being dominant in the teachers’ spoken language, both Arabic 
varieties were used in all the observed lessons. However, Standard and Local Arabic 
were mostly used for different functions. The participating teachers used Local Arabic 
for eight main functions: to manage the classroom; to explain/simplify information and 
give examples; to interpret (or translate) the meaning of Standard Arabic 
words/sentences; to give instructions for a specific task; to have a general conversation 
with students or to make a joke; to offer students praise; and occasionally to scold 
students. On the other hand, Standard Arabic was associated with four major functions: 
content-related use of Standard Arabic, such as reading or articulating 
technical/academic lexicon; religion-related use, such as reciting the Qur’an or uttering 
formulaic religious expressions; explaining some parts of the lesson; and interpreting 
the meaning of Standard Arabic words. In addition, this variety was the only type of 
Arabic used in written discourse and for playing audio materials to the students (such as 
playing CDs containing stories in Standard Arabic). This chapter has focused on 
teachers’ language use in class, while in the next chapter, the way the students used 




Chapter 8 Classroom language use (focused on pupils) 
8.1 Introduction 
 
The previous chapter discussed teachers’ language use, while the current chapter 
focuses on students’ language use in class, which was analysed in order to explore the 
frequencies of Arabic types used as well as the functions associated with such use. The 
data presented in this chapter is aimed at addressing the following research questions: 
‘What types of Arabic are used by the participating teachers and students in the 
classroom, and how are they used?’. It should be noted that students’ listening and 
speaking abilities were also discussed in Chapter 6. This chapter is structured as 
follows: Subsections 8.1.1 and 8.1.2 are presented as parts of the introductory section. 
In Subsection 8.1.1, there is brief background information about the data collected 
through classroom observations, which encompasses the number of lessons/classes that 
were observed, as well as a description of the participating schools and details of the 
pupils involved. In Subsection 8.1.2, the analytic steps that were followed in order to 
yield the findings are outlined. In Section 8.2, I present the findings in relation to the 
types of Arabic used by the pupils in class and the functions associated with their 
language use. Next, noticeable instances that occurred in students’ language use with 
respect to lexicon and phonology are discussed in Section 8.3. Finally, a summary of the 
key findings with respect to students’ classroom language use is provided at the end of 
the chapter (Section 8.4). 
 
8.1.1 Participants and data collection  
As pointed out previously, the classroom data of the current study were collected in two 
public primary schools in Riyadh (which are named as SCS and ECS). In each 
participating school, I observed three classes and four modules (Standard Arabic, 
religion, maths and science) for a total of 25 lessons. The participants were Year One 
students aged 6–7 years old. More than 90% of those in ECS, and 78% in SCS were 
Saudis, while the remaining pupils came from other Arab countries, such as Egypt (see 















The total number of children was 129 (54 in SCS and 75 in ECS). The average number 
of students in each classroom was 18 in SCS and 25 in ECS. As explained in Chapter 4, 
most of the participants in SCS belonged to a low socioeconomic status families, while 
the majority of the students in ECS belonged to a middle socioeconomic status ones. 
 
8.1.2 Analytic steps 
The classroom observation data were analysed to explore the frequencies of the two 
Arabic varieties used by the students and the functions associated with each type. In 
order to do so, the following two main steps were taken (which are similar to the steps 
discussed in the previous chapter). 
 
1. The lesson episodes (discussed in Section 7.2) were grouped into three different 
categories, according to the frequencies of different types of Arabic used by the 
participating pupils, namely: Local-Arabic-dominant episodes, Standard-
Arabic-dominant episodes and Mixed Arabic episodes. 
2. In order to identify the functions of students’ language use in each of the three 
categories mentioned above, I listened carefully to all the episodes and made 
notes of the patterns and functions of students’ language use in each category. I 
also made notes of any salient instances of students’ language use, such as the 
difficulties in pronouncing several consonants sounds. In addition, akin to what 
I did in the previous chapter, I transcribed and analysed at a discursive level 30-
50% of each episode type in each of the three categories of language varieties. 
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 According to the Nepali’s teacher, the child spoke only Standard Arabic initially and he then learned 
Local Arabic during the months he spent in Year 1. 
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The selection of these episodes was on the basis of purposive sampling (cf. 
Cohen et al., 2007). I transcribed and analysed in depth samples of students’ 
language use in different episode types in order to explore the functions of 
Standard and Local Arabic that were used by the students in the different 
classroom activities involved (e.g. Writing, Review, Reading and so on). 
 
Based on the above steps, a concise summary of the key findings regarding the students’ 
language use in the classroom is presented in this chapter along with examples that 
exemplify the data. 
 
8.2 Types of Arabic used by the students in the lesson episodes 
 
As aforementioned, the lesson episodes that occurred in the two focal schools were 
grouped into three different categories of language varieties being used by the pupils: 
Local-Arabic-dominant, Standard-Arabic-dominant and Mixed Arabic episodes. These 
categories are explained with examples in the following subsections. 
 
8.2.1 Local-Arabic-dominant episodes 
The analysis of the classroom data reveals that, in both focal schools, Local Arabic was 
the predominant spoken language used by the students in 193 out of 24243 episodes, 
comprising 79.8% of all lesson episodes. The rationale behind the dominance of Local 
Arabic in students’ language use, as explained by the participating teachers, will be 
discussed in Chapter 9 (Section 9.7). The students’ spoken language in the Local-
Arabic-dominant episodes can be divided into three subcategories: the Rare Switch, the 
Occasional Switch and the Frequent Switch. The spoken language used by the pupils in 
these subcategories is similar, in that they all pertain to the reality that Local Arabic was 
dominant in the students’ spoken language. The main difference lies in the average 
number of occurrences of Standard Arabic words used during the episodes (see Table 
8.2). As shown in Table 8.2, 85% of the episodes fall into the Rare Switch subcategory. 
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 It should be noted that the total number of episodes in my data is 248. However, two episode types 
(Listening and Listening to Reading, a total of 6 episodes) were excluded from the analysis of the 
students’ language use in class because they only listened to the teachers and did not speak during these. 
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In these episodes, the word-count was determined based on the number of times 
Standard Arabic words occurred, which, on some occasions, might have involved many 
students participating at the same time because they were chanting. For example, if 10 
students responded to their teacher at the same time using one Standard Arabic word, it 
counted as one occurrence. Such a word-count analysis provides a rough indicator of 
the frequency in which students used Standard Arabic words in each subcategory. 
 
Table 8.2 Total number of episodes in each subcategory of the Local-Arabic-dominant episodes 
Local-Arabic-dominant 
episodes 
Rare Switch Occasional Switch Frequent Switch 
Total no. of episodes is 193 
(out of 242) 
164 episodes (85% of 
Local-Arabic-
dominant episodes) 
20 episodes (10.4% of 
Local-Arabic-dominant 
episodes) 
9 episodes (4.6% of 
Local-Arabic-
dominant episodes) 
Average total number44 of 
occurrences of Standard 
Arabic words in each episode 
0–2 words per minute 5–8 words per minute 
10–15 words per 
minute 
 
All the episodes presented in Table 8.2 were teacher-led and centred around the 
teachers. That is, they mainly controlled and managed the different episodes and played 
the main role in most of them; thus, in each episode, the teacher’s language was the 
predominant one, and students mostly responded to the teacher’s questions and requests. 
The analysis shows that the participating students in the two focal schools used Local 
and Standard Arabic (in the episodes shown in Table 8.2) for different functions. Five 
main functions were found to be associated with the use of Local Arabic in students’ 
spoken language, which are summarised in Table 8.3. Moreover, these five functions 
were always associated with Local Arabic. For instance, the students always asked the 
teachers’ permission in Local Arabic and never did so using Standard Arabic. Likewise, 
student-student interactions (such as having a conversation between two students) were 
always in Local Arabic and never took place in Standard Arabic (and the same goes for 
the remaining functions). 
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 This refers to the average number of occurrences of Standard Arabic words that were used by the 
students who participated during the episodes. For example, if the students used six Standard Arabic 
words in an episode that took two minutes, then the average would be three words per minute. 
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Table 8.3 Functions of the Local Arabic used in the Local-Arabic-dominant episodes 
Functions of using Local Arabic Episodes associated with these functions 
1. To ask for the teacher’s permission (e.g. to go to the 
toilet), to inform the teacher and to complain about 
something or someone etc. 
In the majority of Local-Arabic-
dominant episodes 
2. To ask what to do or how to do a task, and 
occasionally to ask about the meaning of Standard 
Arabic words 
In Writing, Student Exercises and 
Review episodes 
3. To talk to other students 
During Break, CM, Homework 
Marking, Writing episodes and the 
majority of Local-Arabic-dominant 
episodes 
4. To engage in a general conversation with the 
teacher, to talk about a given topic in the lesson (e.g. to 
describe a picture), and to reply to the teacher’s 
greeting (e.g. good morning) 
At the beginning of each lesson as 
well as in General Conversation, 
Interactive Talk and Break episodes 
5. Local Arabic was occasionally used by some pupils 
to insult other students (i.e. to say offensive word/s to 
other pupils) 
It was found in a few instances in 
several lesson episodes 
 
Extract 8.1 features a characteristic example of the Local Arabic that was used by 
students in the Local-Arabic-dominant episodes. In this extract, the students used only 
this Arabic variety to talk to each other (lines 2 and 5), to inform the teacher (that the 
student has put his book on the table as the teacher asked; line 6), and to ask the 
teacher’s permission to go to the toilet (line 7). 
 
Extract* 8.1 
Class 2S, Standard Arabic 1 
 (A CM episode) 
 ﻢﻠﻘﻟا ﻊﻠﻄﻧو ﻲﺘﻐﻟ بﺎﺘﻛ ﻊﻠﻄﻧ ﺐﯿط :م 
1 T: okay put your Standard Arabic textbook and the pen on your table 
 ط١؟ﺪﯾاز ﻢﻠﻗ هﺪﻨﻋ ﻦﯿﻣ :  
2 S1: who has a spare pen? 
 ط٢ﻢﻠﻘﻟا (..) :  
3 S2: (..) the pen 
 [ﻖﻔﺼﯾ] ﮫﻠﻠﻠﯾ ﮫﻠﻠﯾ ﮫﻠﻠﯾ لﺎﻄﺑأ ﺎﯾ ﮫﻠﻠﯾ ...ﻢﻠﻘﻟا ﻊﻠط (ﺔﻋﺮﺴﺑ ﻊﻠطا) ﺐﯿط :م 
4 T: yes (go quickly).. put your pen on the table.. come on good boys come on come one [T is clapping] 
 ط٣؟ﺪﺣاو ﻰﻐﺒﺗ :  
5 S3: do you want one? 
 ط٤(..) ﺖﻌﻠط ذﺎﺘﺳ :  
6 S4: Mr I’ve put (..) 
 […] 
7 ط٥؟مﺎﻤﺤﻟا حورأ ذﺎﺘﺳ :  
 S5: Mr can I go to the toilet?  
8 ..ﺎھ :م ﮫﻠﻠﯾ ﺔﻋﺮﺴﺑ  
 T: what.. okay quickly  
 
* Transcription keys (in this extract and all the subsequent extracts): 
.. = Short pause (2 seconds or less) 
…= Long pause (3 seconds or more) 
() = Unclear utterance 
S = Student 
T = Teacher 
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? = Used at the end of sentence/s to indicate that they represent a question 
Underlined words/sentences are in Standard Arabic 
“…” = Words/sentences within quotation marks indicate that they resulted from reading/quoting from the whiteboard 
or the student textbook 
[…] = Omitted utterances 
 
In Extract 8.2, one of the students used Local Arabic to ask the teacher about the 
meaning of the Standard Arabic word ‘sentence’ (line 1). 
 
Extract 8.2 
Class 3E, Standard Arabic 1 
 (An Exposition episode) 
 ؟ﺔﻠﻤﺟ ﻰﻨﻌﻣ شو ذﺎﺘﺳ ..ﺔﻠﻤﺟ ﻰﻨﻌﻣ شو :١ط 
1 S: what does a sentence mean?.. Mr what does a sentence mean? 
 ط٢فﺮﻋأ ﺎﻧأ :  
2 S2: I know 
  تﺎﻤﻠﻜﻟا ﻦﻣ ﺔﻋﻮﻤﺠﻣ ﺔﻠﻤﺠﻟا :م 
3 T: a sentence comprises several words 
 
Extract 8.3 provides another example of the students’ spoken language in the Local-
Arabic-dominant category. In this extract, the students used this variety as the only 
spoken language to ask the teacher at which page should they open their books (lines 1 
and 2), to ask the teacher how to do a task (how to open the book; lines 7 and 8) and to 
inform the teacher that the student did not bring his book (line 9). 
 
Extract 8.3 
Class 1E, Science 
 (A CM episode) 
 ط١؟ﻢﻛ ﺔﺤﻔﺻ :  
1 S1: what’s the page number? 
 ط٢؟ﺔﺤﻔﺻ يأ ذﺎﺘﺳ :  
2 S2: Mr.. what’s the page number? 
 ؟ﻦﯿﺴﻤﺧ ﻰﻠﻋ ﺢﺘﻔﺗ فﺮﻌﺗ ..ﻦﯿﺴﻤﺧ ﺔﺤﻔﺻ آ :م 
3 T: page fifty.. do you know how to open your book at page fifty? 
 ط١ﮫﯾإ :  
4 S1: yes 
 ط٢ﻷ :  
5 S2: no 
 ﺮطﺎﺷ :م 
6 T: good boy 
 ط٢فﺮﻋا ﺎﻣ ﺎﻧأ :  
7 S2: I don’t  
 ط٣فﺮﻋأ ﺎﻧأ :  
8 S3: I do 
 ط٤ ذﺎﺘﺳ :بﺎﺘﻜﻟا ..ﺔﺑﺎﺘﻛ يﺪﻨﻋ ﺎﻣ ﺎﻧأ  
9 S4: Mr I don’t have writing45.. the book 
 ﺐﯿط :م 
10 T: okay 
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Extract 8.4 gives an example of a conversation that took place between two of the 
children, which was entirely in Local Arabic and, as explained earlier, the students 
always used this variety when talking to each other. 
 
Extract 8.4 An example of using Local Arabic in student-student interactions 
 ط١ﮫﺴﻤﻠﯾ ﺎﻣ ﺪﺤﻣ ..ﮫﺴﻤﻠﯾ ﺎﻣ ﺪﺤﻣ :  
1 S1: don’t touch it.. no one touches it 
 ط٢اﺬﻛ (..) :  
2 S2: (..) like this 
 ط١ﺎھ :؟  
3 S1: what? 
 ط٢ :..ﻲھ ﮫﺴﻤﻠﺗ ﻻ  
4 S2: hey.. don’t touch it 
 ط١ ..ﻮﻠﺧ ..ﻮﻠﺧ :  
5 S1: leave it.. leave it 
 ط٢؟لاﻮﺟ (اﺬھ) :  
6 S2: (is this) a mobile? 
 ط١ ﺐﯿﺠﯾ ﺪﻋﺎﻗ لوأ ﺰﺋاﻮﺟا ﺐﯿﺠﯾ ﺪﻋﺎﻗ اﺬھ ﻮﺘﻔﺷ ﺎﻧأ ﻮﺘﻔﺷ ﺎﻧأ ﻲھ ..ﺰﺋاﻮﺟ ﻮﻜﯾﺪﯾ ﺎﻣ ﻦﯾﺪﻌﺑ ﷲو :ﺮﯿﺜﻛ ﺰﺋاﻮﺟا  
7 S1: I swear he won’t give you prizes.. look I’ve seen him brining prizes.. he brought many prizes  
 
Extract 8.5 shows a part of an Interactive Talk episode that occurred in a Standard 
Arabic lesson. In this episode, the participating teacher (Mr Badar) showed a number of 
pictures (such as Figure 8.1) to the whole class using the projector and asked his 
students to comment on them (see for instance, lines 1-2). A number of the students 
engaged in the conversation and tried to describe the picture, totally in Local Arabic. 
For example, in line 6, the student (Abid) answered the teacher’s question ‘What’s in 
this picture?’ by saying ‘Omar’. Mr Badar tried to elicit more responses from Abid by 
saying ‘yes’ and paused for seconds (lines 7 and 9), so Abid replied ‘[Omar] went with 











Class 2S, Standard Arabic 1 
 (An Interactive Talk episode) 
 ﺎﮭﯿﻓ جﺮﻔﺗ ..ﻚﻣاﺪﻗ ﻲﻠﻟا رﻮﺼﻟا ﺮظﺎﻧ ..ﻚﻣاﺪﻗ ﻲﻠﻟا ةرﻮﺼﻟا ﺮظﺎﻧ ..ﻚﻣاﺪﻗ ﻲﻠﻟا ةرﻮﺼﻟا ﺮظﺎﻧ [ﻖﻔﺼﯾ] ﺐﯿط :م 
 ؟ﺎﮭﯿﻓ ﺶﯾإ ..ﻦﯿﻤﯿﻟا ع قﻮﻓ ﻰﻟوﻷا ةرﻮﺼﻟا ..ﺐﯿط 
1 T: okay.. [clapping].. look at the picture in front of you.. look at the picture in front of you.. look  
2 at the pictures in front of you.. see them.. the first picture on the top right.. what’s in it? 
 ط١(...) :  
3 S1: (…) 
 ةرﻮﺼﻟا ﺎﮭﯿﻓ ﺶﯾإ ﺪﺑﺎﻋ ﺎﯾ هﺎھ ..هﺎھ هﺪﯾ ﻊﻓﺮﯾ فﺮﻌﯾ ﻲﻠﻟا ..اﺬﻛ ﻢﻠﻜﺘﯾ ﺪﺤﻟ ..هﺪﯾ ﻊﻓﺮﯾ فﺮﻌﯾ ﻲﻠﻟا :م 
4 T: if you know put your hand up.. don’t just talk.. if you know put your hand up.. Abid what’s  
5 in this picture? 
 ﺮﻤﻋ :ﺪﺑﺎﻋ 
6 Abid: Omar 
 ..ﻢﻌﻧ :م 
7 T: yes.. 
 ﺮﻤﻋ :ﺪﺑﺎﻋ 
8 Abid: Omar 
 ..هﻮﯾأ :م 
9 T: yes.. 
 قﻮﺴﻠﻟ هﻮﺑا ﻊﻣ حار :ﺪﺑﺎﻋ 
10 Abid: went with his father to the market 
 ؟ﻦﯿﻣ ﻊﻣ :م 
11 T: with whom? 
 قﻮﺴﻠﻟ هﻮﺑأ ﻊﻣ حار :ﺪﺑﺎﻋ 
12 Abid: went with his father to the market 
  :مةرﻮﺼﻟا ﺲﻔﻧ ..ةرﻮﺼﻟا ﺎﮭﯿﻓ ﺶﯾإ ﺪﮭﻓ ﺎﯾ هﺎھ ..هﺎھ ..ﺐﯿط ..قﻮﺴﻟا ﻰﻟإ هﻮﺑأ ﻊﻣ حار ﺮﻤﻋ  
13 T: Omar went with his father to the market.. okay.. yeah. yeah Fahad.. what’s going on in  
14 this picture? 
 قﻮﺴﻟا هﻮﺑأ ﻊﻣ حار ﺮﻤﻋ :ﺪﮭﻓ 
15 Fahad: Omar went with his father to the market 
 ﺪﻣﺎﺣ ..هﺎھ ..هﻮﯾأ ..قﻮﺴﻟا هﻮﺑأ ﻊﻣ حار ﺮﻤﻋ :م 
16 T: Omar went with his father to the market.. okay.. yes.. Hamid 
 
 
Figure 8.1 A picture used by one of the participating teachers in an Interactive Talk episode 
 
One the other hand, the participating students used Standard Arabic (mostly individual 
words) for two main reasons (which are similar to the functions used by the 
participating teachers as discussed in Chapter 7), namely: 
• Standard Arabic was used for content-related purposes, such as reading (i.e. the 
students are asked to read from the whiteboard or their textbooks), repeating 
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after the teacher, quoting or using vocabulary items from the student textbook 
and for technical or academic terms that do not have common equivalents in 
Local Arabic (see Extracts 8.6 and 8.7).  
• Standard Arabic was used for religion-related purposes, such as reciting the 
Qur’an or Hadith and for articulating religious terminology (such as ‘prayer’ and 
‘fasting Ramadan’; see for example Extracts 8.8 and 8.9).  
 
The above two functions occurred in teacher-student interactions and never in student-
student exchanges. Extract 8.6 presents a part of a Review episode that occurred in a 
science lesson. The participating teacher (Mr Fahad) was reviewing a past topic by 
asking the students about the states of matter (line 1). In this episode, which took around 
three minutes, the pupils used three Standard Arabic words (liquids, gases and solids) 
16 times. These words are scientific words that have no equivalents in Local Arabic. 
 
Extract 8.6 
Class 1S, science 
 (A Review episode)  
 ؟ﺔﺛﻼﺜﻟا ةدﺎﻤﻟا تﻻﺎﺣ ﻲھ ﺎﻣ ..تﻻﺎﺣ ثﻼﺛ ةدﺎﻤﻠﻟ ..ةدﺎﻤﻟا عاﻮﻧأ ﺎﻧﺬﺧأ ناﻮﺧإ ﺎﯾ نﻮﻤﻠﻌﺗ :م 
1 T: you know brothers that we have learnt the states of matter.. there are three states of  
2 matter.. what are the three states of matter? 
 ﺔﻠﺋﺎﺴﻟا :١ط 
3 S1: liquids 
 ﺔﻠﺋﺎﺴﻟا :م 
4 T: liquids 
 ﺔﺒﻠﺼﻟا ﺔﺒﻠﺼﻟا :٢ط 
5 S2: solids solids  
 ﺔﺒﻠﺼﻟا :٣ط 
6 S3: solids 
 ﺪﺣو ﺪﺣاو :م 
7 T: one at a time 
 ﺔﺒﻠﺼﻟا :٤ط 
8 S4: solids 
 ﺔﺒﻠﺼﻟا :٥ط 
9 S5: solids 
 ؟مﺎﻤﺗ ..ﺎﻧﺎﻌﻣ كرﺎﺸﯿﺑ ﻲﻠﻟا ﻮھ بدﺄﺑ هﺪﯾ ﻊﻓﺮﯾ ﻲﻠﻟا صا ﻊﻓﺮﯾ ﻲﻠﻟا :م 
10 T: the one who raises his hand quietly he will be allowed to participate with us.. agreed?  
 ﺔﻠﺋﺎﺴﻟا :٦ط 
11 S6: liquids 
 ؟ﺎھ ﺔﯿﻧﺎﺜﻟا ..ﺔﻠﺋﺎﺴﻟا :م 
12 T: liquids.. the second yes? 
 ﺔﯾزﺎﻐﻟا :٧ط 
13 S7: gases 
 ؟و ﺔﯾزﺎﻐﻟا :م 
14 T: gases and? 
 ﺔﺒﻠﺼﻟا :١ط 
15 S1: solids 
 ﺔﺒﻠﺼﻟا وأ ﺔﺒﻠﺼﻟا :م 




The turn-by-turn analysis reveals that the teachers encouraged/motivated students to use 
Standard Arabic (mostly in the Frequent and Occasional Switch subcategories) in three 
main ways:  
• The teachers explicitly asked the pupils to read/repeat Standard Arabic words or 
sentences (see Extracts 8.7 and 8.8); 
• They would start a sentence in Standard Arabic and pause for a few seconds in 
order to encourage the students to complete the sentence in this variety (see for 
instance Extract 8.9); 
• They would ask questions, for which the answers are usually in Standard Arabic, 
because they contained scientific or academic terms that have no common 
equivalents in Local Arabic (see for example Extract 8.6). 
 
Extract 8.7 An example of a teacher asking his students to read Standard Arabic words 
  
 لاﺬﻟا فﺮﺣو ءﺎﯿﻟا فﺮﺣ ﺎﮭﯿﻓ ..ﺎﮭﻘﻄﻨﻧو ﺎﮭﯿﻓ ﻲﻠﻟا فﺮﺣﻷا ﻰﺠﮭﺘﻧ نأ ﺪﯾﺮﻧ ..ﺔﻤﻠﻜﻟا يﺬھ ..[ةرﻮﺒﺴﻟا عﺮﻘﯾ] ﺐﯿط :م 
 ﺎﺒﻟا فﺮﺣو ءﺎﮭﻟا فﺮﺣو 
1 T: okay [T is knocking on the whiteboard].. this word.. we want to spell the letters in it and then we 
2 say it.. it includes the letter G and O  
 "ﺐھﺬﯾ" :١ط 
3 S1: “go” 
 "ﺐھﺬﯾ" :٢ط 
4 S2: “go” 
 
In Extract 8.7, the students used Standard Arabic because their teacher (Mr Hasan) 
asked them to read words in this variety from the whiteboard. Whereas in Extract 8.8, 
the participating teacher (Mr Badr) asked his students to repeat a sentence in Standard 
Arabic, which was a religious saying. 
 
Extract 8.8 An example of a teacher asking students to repeat a Standard Arabic sentence 
 ﻢﻠﺳو ﮫﯿﻠﻋ ﷲ ﻰﻠﺻ اﻮﻟﻮﻗ ..ﮫﯿﻠﻋ اﻮﻠﺻ ..ﻢﻠﺳو ﮫﯿﻠﻋ ﷲ ﻰﻠﺻ لﻮﺳﺮﻟا مﻼﻛ اﺬھ :م 
1 T: these are the words of the prophet peace be upon him.. say peace be upon him 
 ﻢﻠﺳو ﮫﯿﻠﻋ ﷲ ﻰﻠﺻ :بﻼط 
2 Ss: peace be upon him 
 
Similarly, the analysis shows that the participating teachers frequently used a sentence 
completion frame, whereby they would start a sentence in Standard Arabic and pause 
for a few seconds in order to encourage the students to complete the sentence using this 
variety. For instance, in Extract 8.9, the teacher (Mr Sultan) was reviewing ‘the Five 
Pillars of Islam’ with his students. In lines 1, 3, and 5, he was trying to remind students 
of the First Pillar by starting the sentence in Standard Arabic and pausing for a few 
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seconds to let students complete it. The students then responded by completing the 
sentence in that variety (see lines 4 and 6). 
 
Extract 8.9 A teacher starting a sentence in Standard Arabic and pausing for seconds to let the students complete it 
 ﻲﻣار .."ةدﺎﮭﺷ" ﻲﺷ لوأ :م 
1 T: the first thing is “there is”.. Rami 
2 "ةدﺎﮭﺷ" :٣ط 
 S3: “there” 
3 .. "نأ ةدﺎﮭﺷ" :م 
 T: “there is”.. 
4 "ﷲ ﻻإ ﮫﻟإ ﻻ نأ ﺪﮭﺷأ ﷲ لﻮﺳر اﺪﻤﺤﻣ آ نأ ﺪﮭﺷأ" :٣ط 
 S3: “Mohammad is the messenger of Allah.. and there is no God but Allah” 
5  .."نأ ةدﺎﮭﺷ" ﺮﻤﻋ :م 
 T: Omar.. “there is”.. 
6 "ﷲ لﻮﺳر اﺪﻤﺤﻣ نأ ﺪﮭﺷأو ﷲ ﻻإ ﮫﻟإ ﻻ نأ ﺪﮭﺷأ" :ﺮﻤﻋ 
 Omar: “there is no God but Allah and Mohammad is the messenger of Allah” 
 
Akin to what was found in the teachers’ language use (Chapter 7), Standard Arabic was 
the only form of Arabic used in writing (such as in Writing and Student Board-writing 
episodes). Figure 8.2 shows a writing exercise that occurred in Class 3S, for which the 
students were asked to fill in the gaps by writing in the missing words. The words that 
the students were requested to write were already written in light gray and all the 
students needed to do was to write over them. These episodes were predominantly 
hands-on activities involving the pupils writing silently on their own. In addition, the 
teachers did most of the talking in these episodes. However, when the students talked, 
they used Local Arabic, which was so as:  1) to inform the teachers (e.g. Mr I am done), 
2) to ask the teacher how to do the task and 3) to talk to other students. 
 
 
Figure 8.2 A part of a writing exercise, for which the students were asked to write individual Standard Arabic words 
 
8.2.2 Standard-Arabic-dominant episodes 
The analysis demonstrates that, in both focal schools, the participating pupils used 
Standard Arabic as the main spoken language in three episode types (Listening and 
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Repeating, Reading out loud and Reviewing the alphabet) and a total of 47 episodes out 
of 242, which comprises 19.4% of all episodes (see Table 8.4). These episodes occurred 
in the Standard Arabic and religion lessons. 
 
Table 8.4 Total numbers of the episodes that fit into the Standard-Arabic-dominant category 
Episode types Total no. of episodes 
Listening and Repeating 29 (out of 29) 
Reading out loud 12 (out of 12) 
Reviewing the alphabet 6 (out of 6) 
 
In the episodes shown in Table 8.4, the participating students used Standard Arabic 
either to read from the whiteboard/the student textbook or to repeat after their teachers 
(or the audio materials played using the computer). Extract 8.10 gives an example of a 
Listening and Repeating episode, in which the teacher read Standard Arabic words and 
asked his students to repeat them after him. 
 
Extract 8.10 
Class 1E, Standard Arabic 1 
 (A Listening and Repeating episode) 
 ةﻮﻗ ﮫﻠﻠﯾ  :م 
1 T: come on loudly 
 "ﺔﺿﺎﯾﺮﻟا" :بﻼط 
2 Ss: “sport” 
 
 :م"يﻮﻘﺗ"  
3 T: “strengthens” 
 "يﻮﻘﺗ" :بﻼط 
4 Ss: “strengthens” 
 "يﻮﻘﺗ" :م 
5 T: “strengthens” 
 "يﻮﻘﺗ" :بﻼط 
6 Ss: “strengthens” 
 "ﻢﺴﺠﻟا" :م 
7 T: “the body” 
 "ﻢﺴﺠﻟا" :بﻼط 
8 Ss: “the body” 
 "ﻞﻘﻌﻟا ﻂﺸﻨﺗو" :م 
9 T: “and refreshes the mind” 
 
 :بﻼط"ﻞﻘﻌﻟا ﻂﺸﻨﺗو"  
10 Ss: “and refreshes the mind” 
 "ﺔﺿﺎﯾﺮﻟا" ..ﮫﻠﻠﯾ ﺾﻌﺑ ﻊﻣ ..ﺲﻠﺟا :م 
11 T: sit down.. come on let’s say it together.. “sport” 
 "ﺔﺿﺎﯾﺮﻟا" :بﻼط 
12 Ss: “sport” 
 
Extract 8.11 gives an example of a Reviewing the alphabet episode, in which the 





Class 3S, Standard Arabic 1 
 (A Reviewing the alphabet episode) 
  ﻲﻌﻣ ﻚﻠﺧ ..ﻚﻠﯿﻣز ﻊﺑﺎﺗ ..ﮫﻠﻠﯾ ﺎھﺮﺧآ ﻰﻟإ ﺎﮭﻟوأ ﻦﻣ فوﺮﺤﻟا ﺎﻨﻟ اﺮﻗا قرﺎط ﺎﯾ لﺎﻌﺗ ﮫﻠﻠﯾ :مﻊﯿﻤﺠﻟا  
1 T: come on Tam.. read the alphabet from the beginning until the end.. come on.. pay attention to your  
2 friend.. everyone pay attention 
 تأ ت ت ت بأ ب ب ب أ أ إ أ :قرﺎط 
3 Tam: A B C D E F 
 زﺎﺘﻤﻣ :م 
4 T: excellent 
 [the student continues reading the alphabet] 
 
8.2.3 Mixed Arabic episodes 
The analysis shows that the students’ spoken language in two Review episodes (in 
religion lessons) fit into the Mixed Arabic category. Having explained to the students 
how to perform wudu46 in previous episodes, the teachers asked individual students in 
these two episodes to go in front of the class and describe the process. Each student 
talked for around one minute. The analysis of the students’ spoken language reveals that 
they drew on both Standard and Local Arabic in a fluid and smooth manner. Standard 
Arabic constituted 23-39% of their utterances (see Table 8.5).  
 
Table 8.5 Summary of the language used by the students in the Mixed Arabic episodes 
Students’ pseudonyms Class Local Arabic words Standard Arabic words 
Fahad 3E 35 (74.5%) 12 (25.5%) 
Sa’ad 3E 32 (60.4%) 21 (39.6%) 
Zaed 3E 34 (70.8%) 14 (29.2%) 
Ammar 2E 57 (77%) 17 (23%) 
Raed 2E 33 (68.8%) 15 (31.2%) 
 
The functions of Standard Arabic used by the five children were the same as the two 
functions explained in Subsections 8.2.1 and 8.2.2, namely, for content-related use of 
Standard Arabic, such as reading or quoting from the student textbook, and for religion-
related use, such as using religious terminology. 
 
In the student Religion textbook (pages 17-18), the six steps of how to perform wudu 
are outlined (please see Appendix 28) and the five students tried to describe these steps 
without reading. The students used Standard Arabic for 1) vocabulary items mentioned 
                                                
46
 Wudu is an Islamic ritual practice in which people wash some parts of the body before praying. 
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in these six steps (for example ‘palm’ and ‘sniff water up47’ lines 1 and 3, in Extract 
8.12); 2) quoting the exact sentences provided for these steps (in the student textbook, 
such as lines 5, 11; and 13); and 3) using religious terminologies, such as ‘wudu’ and 
‘bism Allah’ (meaning: in the name of Allah). 
 
Extract 8.12 
Class 2E, religion 
 (A Review episode) 
 تاﺮﻣ ثﻼﺛ ﺾﻤﻀﻤﺗأ ﻦﯾﺪﻌﺑ ..ﻲﻔﻛ ﻞﺴﻏأ ﻦﯾﺪﻌﺑ :ﺪﺋار 
1 Raed: and then I wash my palm.. then wash my mouth three times 
 هﻮﯾأ :م 
2 T: yes 
 تاﺮﻣ ثﻼﺛ ﻲﻤﺸُﺧ ﻖﺸﻨﺘﺳأ ﻦﯾﺪﻌﺑ :ﺪﺋار 
3 Raed: then I sniff water up three times 
 زﺎﺘﻤﻣ ..هﻮﯾا :م 
4 T: excellent.. yes 
 "يﺪﯾ ﻞﺴﻏأ" :ﺪﺋار 
5 Raed: “I wash my hand” 
 ..ﻞﺴﻏأ ؟يﻮﺳأ ﺶﯾإ يﺪﯾ ﻞﺒﻗ ﻻ :م 
6 T: no before my hand what do we do?.. I wash.. 
 ﻲﮭﺟو :ﺪﺋار 
7 Raed: my face 
 ..ثﻼﺛ ..ﻲﮭﺟو :م 
8 T: my face.. three.. 
 تاﺮﻣ ثﻼﺛ ﻲﮭﺟو ﻞﺴﻏأ :ﺪﺋار 
9 Raed: I wash my face three times 
 ﻦﯾﺪﻌﺑ هﻮﯾأ :م 
10 T: yes and then 
 تاﺮﻣ ثﻼﺛ "ﻖﻓﺮﻤﻟا ﻰﻟإ يﺪﯾ ﻞﺴﻏأ" :ﺪﺋار 
11 Raed: “I wash my hand until the elbow” three times 
 هﻮﯾأ ..زﺎﺘﻤﻣ :م 
12 T: excellent.. yes 
 "ةﺪﺣاو ةﺮﻣ ﻲﻧذأ ﻊﻣ ﻲﺳأر ﺢﺴﻣأ" :ﺪﺋار 
13 Raed: “I  rub my head and ear once” 
 هﻮﯾأ :م 
14 T: yes 
 "ﻦﯿﺒﻌﻜﻟا ﻰﻟإ" تاﺮﻣ ثﻼﺛ ﻲﻠﺟر ﻞﺴﻏأ :ﺪﺋار 
15 Raed: I wash my foot three times “until the ankles” 
 ﺪﺋار ﺎﯾ زﺎﺘﻤﻣ ..ﮫﻟ اﻮﻘﻔﺻ ..زﺎﺘﻤﻣ :م 
16 T: excellent.. give him around of applause.. excellent Raed 
 
8.3 Salient instances of students’ language use 
 
As pointed out in Chapter 2, Standard and Local Arabic differ in terms of vocabulary 
and phonology (cf. Ferguson, 1959). The data show notable instances in students’ 
language use, during the observed lessons, in relation to these two aspects of language.  
                                                
47






In terms of lexicon, as aforementioned in Subsection 2.2.2, Ferguson (1959: 334) states 
that a notable feature in Arabic is ‘the existence of many paired items’, one Standard 
and one Local Arabic. These paired items refer to frequently used notions that exist in 
both varieties of Arabic and the meaning of the two notions/words are almost identical, 
‘and the use of one or the other immediately stamps the utterance or written sequence 
as’ Standard or Local Arabic (p. 334). For instance, the Standard Arabic word for ‘go’ 
is ‘ðahaba’ and the Local Arabic word is ‘rah’. In relation to the paired items, the 
analysis shows that when several students tried to read and came across these paired 
words in Reading episodes, for example, they used the Local Arabic words instead of 
the Standard Arabic ones, perhaps because they guessed them from the pictures rather 
than actually reading them (see for example Extract 8.13), which occurred 19 times in 
all the lesson episodes. For example, in Class 2S, one of the teachers (Mr Badar) was 
presenting a picture on the whiteboard using the projector (see Figure 8.3) and asked his 
students to read the second word, which was ﺦﯾطﺑ  ‘watermelon’. This fruit in Arabic has 
different names in the Standard and Local versions. In Standard Arabic it is ﺦﯾطﺑ  
(biteex), as written in Figure 8.3, whilst in Local Arabic it is called بﺣﺑﺣ (habhab) or ﺢﺟ 
(jeh). In line 1, Mr Badar instructed his students to read the word that was written on the 
whiteboard and emphasised not saying other words. He probably said this because he 
was aware of the different names of this fruit or because he had similar instances in 
which students used the Local Arabic words instead of the Standard Arabic ones when 
they tried to read. In line 4, Mr Badar asked one of the students (Tariq) to read and the 
boy used the Local Arabic word ‘habhab’ (line 5). Mr Badar then said that the written 





Figure 8.3 A picture that was presented during a Standard Arabic lesson 
 
Extract 8.13 
Class 2S, Standard Arabic 2 
(A Reading out loud episode) 
 
 بﻮﺘﻜﻤﻟا ﻢﺳﻻا ﻰﻐﺑأ ﺎﻧأ ..كﺪﻨﻋ ﻦﻣ ﻢﺳﻻا لﻮﻘﺗ ﻻ بﻮﺘﻜﻣ ..ةﺮﯿﻐﺼﻟا ةرﻮﺼﻟا ﺎﮭﺘﺤﺗ ﻲﻠﻟا :م 
1 T: the small picture beneath it.. it’s written there.. don’t say other words.. I want the word  
 that is written 
 ط١خﻮﺧ :  
2 S1: peach 
 ﺎﮭﺘﺤﺗ ﻲﻠﻟا ..صوأ :م 
3 T: quiet.. the one beneath it 
 قرﺎط ﺎﯾ يﺬھ ﺶﯾإ :م؟  
4 T: what is this.. Tariq? 
 ﺐﺤﺒﺣ :قرﺎط 
5 Tariq: habhab  
 ؟بﻮﺘﻜﻣ ﺶﯾإ ..ﺐﺤﺒﺣ بﻮﺘﻜﻣ ﻮﻣ ﺎﻨھ :م 
6 T: here it’s not written habhab.. what is the written word? 
 ... :قرﺎط 
7 Tariq: … 
 
The analysis also reveals that the students’ language use contained loanwords (for more 
details on loanwords, see Subsection 2.3.1). More specifically, in science lessons in 
both schools, the participating teachers asked the students to provide examples of 
liquids, gases and solids, for which they provided examples that included loanwords, as 
shown in Table 8.6. It can be seen from this table that most of the loanwords were used 
in Local Arabic, and this reflects what was explained in Chapter 2, whereby Arabic 
speakers can easily incorporate foreign words into this variety, which is rarely the case 






Table 8.6 Loanwords found in the students’ spoken language in class 
 Loanwords Types of Arabic Donor language Notes 
1. ﺐﺸﺘﻛ Ketchup 
Local Arabic English 




3. زﺎﻏ Gas 
4. ﺔﺒﻤﻟ Lamp 
Local Arabic English 
Found in a science lesson in 
ECS 
5. نﻮﯾﺰﻔﻠﺗ Television 
6. ﺔﻧﻮﻠﺒﻟا Balloon 
7. بأ ﻦﻔﺳ Seven up 
8. ﺲطﺎﻄﺑ Potato 
9. ﺔﺸﯾرد Window Local Arabic 
Persian (Althokiar, 
2013) 
10. ﻦﯾﺰﻨﺒﻟا Benzene48 
Used in Local and 
Standard Arabic English 
11. ﻢطﺎﻤط Tomato Local Arabic English 
Found in an Interactive Talk 
episode in SCS 
 
8.3.2 Phonology 
Akin to what was discussed in Section 6.10, the analysis of the data in the current 
chapter reveals a number of instances in which a number of the students mispronounced 
Standard Arabic words. More specifically, seven Standard Arabic sounds were 
mispronounced during the observed lessons, which are shown in Table 8.7. For the 
participating students who seemed to mispronounce the first five Standard Arabic 
sounds shown in Table 8.7, this was influenced by their local dialects in that these 
sounds are pronounced differently in them. While in the last two rows, the students 
seemed to have not mastered pronouncing all the consonant sounds, i.e. they had 
difficulties with /ʃ/ and /x/. Owens (2012) notes that by the age of five, children acquire 
most speech sounds, although some children may still continue to have difficulties in 
producing some consonant sounds and this perhaps can help to explain why some 
students mispronounced some consonant Arabic sounds in my data.  
 
 
                                                
48
 Benzene in Arabic has slightly a different meaning from the English word; it means ‘petrol’ (a liquid 
that is used as a fuel for cars). 
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Table 8.7 Standard Arabic sounds that were mispronounced during the lessons 
Sounds that were 
mispronounced 




the data Comments 
The sound  /θ/ was 







The students who did this spoke 
African Meccawi (west of Saudi 
Arabia) and Egyptian colloquial, and 
in their dialects the sound /θ/ is 
converted into /t/ or /s/ 
The sound ذ /ð/ was 
pronounced /z/ 14 





The students who did this speak 
Syrian and Egyptian colloquial and in 
these dialects, the sound /ð/ is 
converted into /z/. 
The sound ق /q/ was 






One student spoke Sudanese 
colloquial and in this dialect, the 
sound /q/ is pronounced /ɣ/ 
The sound /dʒ/ was 






The students’ teacher in the class 
spoke the Hejazi dialect and in this 
dialect the sound /dʒ/ is pronounced 
/ˈʒ/ (the word /hædʒ/ was pronounced 
/hæˈʒ/ by the teacher) 
The sound ـھ /h/ was 
converted into /ʕ/ 1 






The student who did this spoke 
African Meccawi and in this dialect 
the sound /h/ is converted into /ʕ/ 
The sound ش /ʃ/ was 





The child seemed to face a difficulty 
in pronouncing the /ʃ/ sound 
The sound خ /x/ was 





The child seemed to have a difficulty 




The findings regarding students’ language use in class that have been presented in this 
chapter were similar in the two focal schools, in that Local Arabic was the primary 
spoken language used by the students (this variety was dominant in 193 episodes out of 
242). While Standard Arabic was dominant in the students’ spoken discourse in 47 
episodes out of 242. Only two episodes (out of 242) fall into the Mixed Arabic category, 
                                                
49
 There is no equivalent to the Arabic sound غ, so I used the IPA /ɣ/. The same goes for the sounds ع and 
خ, in which I used /ʕ/ and /x/, respectively. 
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in which five students spoke using a mix of Standard Arabic and Local Arabic in a 
dynamic way (23–39% of their utterances were in Standard Arabic). 
 
Whilst Local Arabic was the predominant spoken language, the participating students 
(in both schools) used both Arabic varieties in the observed lessons. Further, these two 
Arabic varieties were used for different functions. In all the observed lessons, Local 
Arabic was associated with five major functions:  
 
• To ask for the teacher’s permission (e.g. to go to the toilet), to inform the teacher 
and to complain about something or someone; 
• To ask what to do or how to do a task and occasionally to ask about the meaning 
of Standard Arabic words; 
• To talk to other students; 
• To engage in a general conversation with the teachers, to talk about a given topic 
(e.g. to describe a picture) and to reply to the teacher’s greetings (e.g. good 
morning); 
• Local Arabic was occasionally used for insulting other students (i.e. to say 
offensive or bad words to other pupils). 
 
Local Arabic was exclusively used for the above-mentioned functions. For example, the 
students never talked to each other using Standard Arabic, nor did they ask for 
permission to do something using this variety and the same is true for the remaining 
functions. 
 
On the other hand, in all the observed lessons in both schools, Standard Arabic was 
associated with two functions: content-related, such as reading or using 
technical/scientific/academic vocabulary and religion-related, such as reciting the 
Qur’an or Hadith and for articulating religious terminologies, such as those used in 
prayer. In addition, the findings show that written discourse always occurred in 
Standard Arabic in both participating schools. The findings also reveal that the teachers 
encouraged/motivated students in both schools to use Standard Arabic in three main 
ways: asking them to read/repeat words or sentences in this variety; asking them to 
complete a sentence using the language when the teacher had started it in Standard 
Arabic and had paused for a few seconds to encourage students; and when the teachers 
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asked questions that had to be answered in Standard Arabic because they included 
scientific or academic terms that had no common equivalents in Local Arabic. 
 
Noticeable instances in relation to the students’ language use in terms of lexicon and 
phonology have been discussed in this chapter. With respect to lexicon, the findings 
show that when several students tried to read and came across a number of ‘paired 
words’, they used the Local Arabic words instead of the Standard Arabic ones and their 
language use contained several loanwords. With regards to phonology, the findings 
reveal that seven consonants Standard Arabic sounds were mispronounced during the 
observed lessons. The findings in relation to the classroom observation data have been 
presented in this chapter and in the previous one, while in the next chapter, the teachers’ 




Chapter 9 Teachers’ reflections on classroom language use 
and the diglossic situation 
9.1 Introduction 
 
This chapter presents the findings from the interviews with the teachers who also took 
part in the observed lessons discussed in Chapters 7 and 8. The interview data 
complement the observations with additional details and explanations. The main goal of 
the interviews was to gain information that could not be elicited via observation alone. 
Specifically, the aim was to explore the rationale behind the participants’ choices of 
language in class, the teachers’ views on classroom language use as well as the diglossic 
situation, and their language attitudes towards Standard and Local Arabic. 
 
The current chapter is organised as follows: the first two sections of this chapter are 
introductory. Subsection 9.1.1 provides brief background information about the 
participants and data collection, while Subsection 9.1.2 outlines the analytic steps that 
were taken to yield the findings. Section 9.2 gives a general background about the types 
of Arabic used in Saudi society, as described by the participants. A discussion of 
teachers’ language use in the classroom and the reasons behind their choices of 
language follow in Sections 9.3 to 9.6. In Sections 9.7 to 9.11, students’ language use in 
the classroom and its relation to society and home language experiences, as well as 
teachers’ perspectives on the preschool period, are discussed. Section 9.12 explores the 
teachers’ perceptions of Arabic varieties in class. A summary of the main findings 
presented in the current chapter is provided in Section 9.13. 
 
9.1.1 Participants and data collection 
The participants of the interview data were 10 teachers who were responsible for 
teaching the pupils in the classroom observations that took place in the two focal 
schools (see Chapters 7 and 8). They were all Saudi male teachers and the ranges of 
their years of teaching are shown in Table 9.1. 
 
Table 9.1 The teachers’ years of experience 
No. of participating teachers Years of teaching 
4 3-5 years 
4 11-17 years 
2 25 years 
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As explained in Chapter 3, the participating teachers were interviewed twice, once at the 
beginning of the data collection process, and then towards the end of the fieldwork. The 
interviews were semi-structured. The initial interviews were aimed at gathering the 
teachers’ understanding of language use in class, the types of Arabic used in teaching-
learning activities and the reasons for their choices of language. In the second 
interviews, some specific instances of language use during the observations were 
discussed as well as other questions related to students’ language use in school and 
during the preschool period. The main interview schedule can be found in Appendix 4, 
while more probing questions were added whilst the teachers were taking part. All the 
interviews were audio recorded, and each took around 10-15 minutes. The interviews 
were held in one of the offices of the school, at a convenient time for the participating 
teachers and Arabic was used to conduct the interviews. 
  
9.1.2 Analytic steps 
In order to deliver the findings presented in this chapter, the following steps were taken. 
 
1. All of the interviews were transcribed verbatim50. 
2. The analysis was conducted on the basis of carefully listening to all the 
recordings and reading through the transcripts (multiple times).  
3. A thematic analysis approach was adopted for classification and summary of the 
data, through the process of coding the data: 
 
a. The codes were developed through listening carefully to the recordings and 
reading the transcripts.  The interviews were inductively coded (Braun & 
Clarke, 2006), i.e. I created the codes directly by examining the data without 
having predetermined ones. 
b. I initially developed the codes by providing descriptive ones that reflected 
the topics/issues mentioned (Charmaz, 2006: 48). 
c. The initial codes were then carefully refined and edited where necessary. In 
addition, those that were related in meaning to others were combined in 
order to create a larger category (Cohen et al., 2007; see Subsection 3.7.1). 
                                                
50
 For more details about how the data were transcribed, please see Subsection 3.7.1. 
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d. The codes and categories emerging from the interviews were compared and 
contrasted in order to find patterns in the data. The central themes were then 
identified, which are those that represent the essence of the key ideas and 
patterns of the data (Cohen et al., 2007). 
e. In order to increase the reliability of the coding, I asked a Saudi colleague, 
who was studying for a PhD in applied linguistics in London, to read and 
code two random interview transcripts independently (i.e. without looking at 
the codes identified by the researcher). We then discussed and compared the 
codes and categories created by my colleague with mine in order to find the 
similarities and differences, and our codes were broadly similar (see 
Subsection 3.7.1 for more details). This step helped to ensure that the codes 
made sense and were reflective of the data. 
 
A concise summary of the findings is presented in this chapter, while the central themes 
that emerged from the data can be found in Appendix 29. 
 
9.2 The predominance of Local Arabic in Saudi society 
 
All of the ten participating teachers stated that Local Arabic is the dominant spoken 
language in Saudi society. For example, one of the interviewees (Mr Khalid) remarked 
that ‘ala’amia51 [Local Arabic] is used in homes, with relatives, on the streets and so on. 
They [students] are all used to ala’amia’ (excerpt52 from the second interview). 
Likewise, another teacher (Mr Fahad) explained that Local Arabic is the dominant 
language ‘because it is the language used at school, in neighbourhoods, in the streets, in 
mosques except for preachers when they use alfusha53 [Standard Arabic]’ (excerpt from 
the second interview). Similarly, one of the interviewees (Mr Hamid) said that ‘if you 
notice, ala’amia [Local Arabic] is overwhelmingly dominating’ (excerpt from the 
second interview). Along similar lines, one of the teachers (Mr Badar) stated that ‘the 
                                                
51
 Similar to what was pointed out in Chapter 5, the interviewees referred to Local Arabic as ala’amia. 
52
 Short quotes (no longer than 20 words) that were used from the data are translated into English without 
providing the Arabic version so they can fit into the text, while longer ones are provided in both English 
and Arabic.  
53
 The interviewees referred to Standard Arabic as ‘alfusha’ or ‘the Arabic language’ (see Chapter 1). 
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norm of our society is that ala’amia [Local Arabic] is the dominant language in the 
streets and public places’ (excerpt from the first interview). 
 
On the other hand, one of the teachers (Mr Ali) pointed out that Standard Arabic is not 
acceptable in everyday communication, saying that ‘if you talk to people in alfusha 
[Standard Arabic], they would laugh at you, you are clashing with society when using 
alfusha [Standard Arabic]’ (excerpt from the first interview). Similarly, three of those 
participating (out of 10) stated that using Standard Arabic in everyday communication 
is odd and not accepted by society. For example, one (Mr Mohammad) said that Saudi 
society does not accept the use of Standard Arabic unless, for example, when the 
speaker is a television presenter or poet, whereas this variety is not used in ordinary 
talk. What the teachers highlighted about the dominance of Local Arabic in Saudi 
society is in line with the literature on Arabic diglossia (cf. Bassiouney, 2009; please 
see Chapter 2). 
 
Understanding the broad linguistic norms and background of Saudi society will help the 
reader to understand the findings presented in the succeeding sections. As pointed out 
by Bloome et al. (2008: 20), the events that occur in the classroom are part of ‘broader 
cultural and social processes’, and thus, this section has provided broad background 
information about language practices in Saudi society to inform understanding of the 
interview data. 
 
9.3 Teachers’ use of Local Arabic in class and their rationale 
 
In response to the following question ‘What types of Arabic do you usually use in the 
classroom?’, seven teachers (out of 10) said they usually use Local Arabic as the main 
spoken language in class. Nine of the teachers stated that, from their experiences, Local 
Arabic is the main language used by Year One teachers in class. For example, one of the 
interviewees (Mr Ali), who has been a primary teacher for 14 years, remarked that: 
‘ala’amia [Local Arabic] is the dominant language and it is pretty obvious... from my 





The interview findings are consistent with the observation data, which demonstrated 
that Local Arabic was predominantly used in class (see Chapter 7). One of the main foci 
of the interviews was exploring the underlying reasons behind teachers’ use of Local 
Arabic in the classroom and the interviewees provided a number of reasons for doing so 
(most of which are interrelated). These reasons have been divided into four categories: 
reasons related to 1) students, 2) society, 3) teachers, and 4) medium of instruction. 
 
Most of the reasons behind using Local Arabic in class were related to students. For 
instance, all the ten participating teachers reported that they used Local Arabic because 
students did not understand Standard Arabic well. One of the teachers (Mr Faris) 
asserted that ‘some students may not understand what the teacher says when using 
alfusha [Standard Arabic] as if he is talking in English’ (excerpt from the first 
interview). He explained that: 
 
 .أ :سرﺎﻓ ﺔﯿﺑﺮﻋ ﺔﻐﻟ ﮫﯾا ﻊﻋ ﺔﻐﻟ آآ ﻼﺜﻣ ُﮫﻟ لﻮﻗأ ﻮﻟ اﺬھ ﻦﻜﻟ ﻰﺤﺼﻓءوﺪﮭﻟا ﻮﺟرأ اوﺪﺠھا اﻮﺘﻜﺳا ..ﻢﮭﯿﻓ ﺢﺿاو ﺮﯿﻏ ﺎﻣ ﺎﻣ ..
ﮫﻧﻮﻤﮭﻔﯾ لﺎھ ﻦﻣ  
Mr Faris: when I talk to Year One students in alfusha [Standard Arabic] such as er [saying] 
be quiet [in Standard Arabic].. it’s not it’s not clear to them.. [saying] quite.. silent [in Local 
Arabic].. these are the types of words pupils understand 
(Excerpt54 from the first interview) 
 
The fact that students did not fully understand Standard Arabic and understood more 
quickly in Local Arabic appeared to be an important issue as all of the participating 
teachers mentioned it when explaining the reason for using Local Arabic in class. 
Further, seven of the teachers pointed out that one of the reasons behind the use of 
Local Arabic by teachers is that this is the type of Arabic that students speak in the 
classroom. One of the interviewees (Mr Khalid) explained that in his class students 
spoke their local dialects, and thus, he used Local Arabic because it was closer to the 
language they were using. He said that ‘I use the language that is closer to them, even if 
I use their own local dialect to convey the message’ (excerpt from the first interview). 
                                                
54
 Transcription keys (in all the long excerpts presented in this chapter): The two dots (..) means a short 
pause; round brackets () are used for unclear utterance; explanations and non-verbal actions are provided 
between square brackets []; the three dots between square brackets [...] indicates an ellipsis; and a 
question mark (?) is used at the end of sentence/s to indicate that they represent a question. 
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Five of the teachers said that they used Local Arabic because the students were in the 
early stages of learning Standard Arabic, and hence, as they found it hard to understand, 
communicating in the latter was difficult for them. Two of the teachers said that they 
used it owing to the fact that some students do not like being talked to in Standard 
Arabic (because, as aforementioned, they do not understand it). 
 
The interviewees provided reasons related to society. Nine of the participating teachers 
stated that they used Local Arabic on the grounds that students were speaking it at 
home. The fact that Local Arabic is the language used at home is in line with the 
questionnaire data, in which 97% of the parents reported that they used it as the main 
language with their children before they entered the school system (see Chapter 4). Five 
of the participating teachers revealed that they employed Local Arabic in class because 
they were used to it, i.e. it was the language they used in everyday communication. 
These five teachers indicated that Local Arabic is the dominant language in Saudi 
society and they were using it in the classroom because they are members of that 
society. For example, one of the interviewees (Mr Hamid) stated that he used Local 
Arabic because ‘we [as teachers] are not accustomed to using alfusha [Standard 
Arabic]’ (excerpt from the first interview). Another teacher (Mr Mohammad) also 
mentioned the difficulty in using Standard Arabic in class because Local Arabic is the 
language teachers spoke in everyday language, saying that ‘who can commit himself to 
using alfusha [Standard Arabic]? You must forget about ala’amia [Local Arabic]’ 
(excerpt from the second interview). In the same vein, one of the teachers (Mr Badar) 
stated that: ‘I tried to use alfusha [Standard Arabic] in the second term but I couldn’t, 
ala’amia [Local Arabic] dominated’ (excerpt from the second interview). To put it 
differently, these teachers stated that whilst they tried to use Standard Arabic (as the 
main spoken language) in class, they found themselves using Local Arabic because it is 
the language they were using in daily life communication. 
 
The interviews uncovered reasons related to the teachers themselves. Three of the 
interviewees believed that many teachers do not have the necessary training to use 
Standard Arabic, and thus, they use Local Arabic in the classroom. For example, one of 
the teachers (Mr Sultan) stated that the lack of the necessary training to use Standard 
Arabic was the most important reason behind teachers’ use of Local Arabic in class. 
Similarly, another teacher (Mr Hasan) argued that ‘how can you make teachers use 
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alfusha [Standard Arabic] if they have not mastered it?’ (excerpt from the first 
interview). He said that he had been teaching for over 17 years and he had taught in 
more than 20 different schools in three different cities in Saudi Arabia and from his 
experience, ‘at least 30-40% of teachers do not master alfusha [Standard Arabic]’ 
(excerpt from the first interview). In the same vein, Mr Hasan pointed out that some 
teachers, including himself, avoided using Standard Arabic because they were afraid of 
making grammatical mistakes. The observation data support what Mr Hasan said, 
showing that three of the participating teachers (including Mr Hasan) committed 
grammatical mistakes when using Standard Arabic (see Subsection 7.3.2). Three of the 
participating teachers said they were using Local Arabic when teaching because they 
were taught in that language when they were students. One of the interviewees (Mr 
Hamid) explained that: 
 
 .أﺎﻧدﻮﻌﺗ وأ ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟﺎﺑ ﺎﻨﺳّرُد  ﻲﻨﻌﯾ ..ت ﮫﻧا ﻮﻟ ..ﺎﺒﯾﺮﻘﺗ ﺔﯿﻣﺎﻌﻟا ﺔﻐﻠﻟا ﺎﻨﻟ ﺔﺟﻮﻤﻟا ﺔﻐﻠﻟا ﺖﻧﺎﻜﻓ اﺬﻛو ﺎﻨﺳرد ﺎﻤﻟ ﺎﻨﺣ ﮫﻧﻷ :ﺪﻣﺎﺣ 
ﺲﯾرﺪﺘﻟا ﻲﻓ ﺎھﺎﻨﻣﺪﺨﺘﺳﻻ ﺎﮭﯿﻠﻋ 
Mr Hamid: because when we were students.. we used to be taught sort of in ala’amia 
[Local Arabic].. if we.. had been taught in the Arabic Language [Standard Arabic] in 
school or had been used to it.. we would have been using it when teaching 
(Excerpt from the first interview) 
 
Another teacher (Mr Mohammad), added a further reason for using Local Arabic: he 
stated that he did so in order to seem more friendly and humble to his students thus 
implying that Standard Arabic, by implication, is too formal. Three of the interviewees 
pointed out that using Standard Arabic requires effort, while Local Arabic is easier to 
use. One of the teachers (Mr Badar) admitted that some teachers, including himself, are 
lazy in using Local Arabic (as indicated by the teacher). He said ‘I will tell you the 
truth, we [teachers] must get students used to alfusha [Standard Arabic] in the second 
term but there is negligence from us [as teachers for not doing so]’ (excerpt from the 
second interview). 
 
Further reasons were provided that were related the medium of instruction. Four of the 
teachers said that they employed Local Arabic to express information in an easy way, 
whereas three other teachers stated that they used it to explain Standard Arabic words. 
What the teachers pointed out was also observed in observation data, where the findings 
in Chapter 7 showed that the teachers used Local Arabic to explain the topic and to 
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interpret Standard Arabic words. Further, one of the teachers (Mr Mohammad) said that 
he needed to use Local Arabic because: 
 
 .أ :ﺪﻤﺤﻣاد بﻮﮭﻣ ﻢﮭﻧﻷ ﺔﺻﺎﺧ ﺎﮭﺼﻠﺨﺗ مزﻻ ءﺎﯿﺷأ ةﺪﻋ كﺪﻨﻋ كﺪﻨﻋ ..ﻢﻠﻗ ﺔﻜﺴﻣ كﺪﻨﻋ ..ﺔﺑﺎﺘﻛ كﺪﻨﻋ ..ةءاﺮﻗ كﺪﻨﻋ ..ةءاﺮﻗ ﺎﻤﺋ
لوﻷا ﻲﺳارﺪﻟا ﻞﺼﻔﻟا ..  ﻰﻠﻋ ﻲﻄﻐﺗ آآ ءﺎﯿﺷأ كﺪﻨﻋ ..ﻢﮭﻟﻮﺧد ﻢﮭﺟوﺮﺧ ﺔﻘﯾﺮط ..ﺢﺼﻟا سﻮﻠﺟ ﻼﺜﻣ بﻼﻄﻟا ﻊﻣ لﻮﻐﺸﻣ كﺎﻘﻠﺗ
  يﺬھو ةءاﺮﻘﻠﻟ غﺮﻔﺘﻟا دﺎﻋ اﺪﺒﺗ ..ءﺎﯿﺷأ 
Mr Mohammad: it’s not always about reading especially in Term 1.. you have reading.. 
writing.. teaching students how to hold a pen among other things..  I find myself busy 
telling students how to sit correctly.. how to get in and out of the classroom and so on.. so 
these things take time.. and then you have some time for reading 
(Excerpt from the first interview) 
 
What can be understood from Mr Mohammad is that Standard Arabic is primarily 
associated with the language of the curriculum, such as reading, while Local Arabic is 
used for other functions, such as classroom management and for giving instruction to 
students (such as to teach them how to hold a pen and so forth). His statement is in line 
with the findings presented in Chapter 7, which showed that classroom management 
was associated with Local Arabic, whilst Standard Arabic was found to be closely 
related to content-related functions, such as reading, or articulating vocabulary items 
connected to the topic being explained. Another teacher (Mr Hasan) stated that he 
needed to use Local Arabic because it is the spontaneous language, explaining that:  
 
 .أ :ﻦﺴﺣﮫﻟ ﻊﯾﺮﺳ در ﮫﯿﻓ نﻮﻜﯾ ﮫﻧإ كﺮﺒﺠﯾ بﻼﻄﻟا ﺪﺣأ ﻦﻣ فﺮﺼﺘﻟا ﺾﻌﺑ ﻊﻣ ﺎﻧﺎﯿﺣأ.. ﺎﻧﺎﯿﺣأ ﺖﻗﻮﻟا اﺬھ ﻲﻓو ﺎﻣ  ﮫﯿﻓ نﻮﻜﯾ ﻲﻨﻌﯾ آ لا ﻰﻠﻋ نﻮﻜﯾ
 ﻊﯾﺮﺳ ﻢﮭﺘﻟﻮﻗ ﻰﻠﻋ ﻼﺜﻣ ﺮﯿﻀﺤﺗ دﺮﻟا ﻲﻓﻓ ﻰﺤﺼﻔﻟا ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟﺎﺑﺔﯿﻣﺎﻋ هﺎﻌﻣ ﻲﻨﻌﯾ كدر نﻮﻜﯿ  
Mr Hasan: sometimes with some students’ behaviour I’m forced to make a quick response.. 
and at this time sometimes er I can’t make a quick response using alfusha [Standard Arabic] 
because you need preparation to do so.. thus I have to use ala’amia [Local Arabic] 
(Excerpt from the first interview) 
 
What Mr Hasan is stressing here is that using Standard Arabic requires preparation, 
unlike Local Arabic. Overall, Table 9.2 encapsulates the major reasons that were 






Table 9.2 Major reasons behind teachers’ use of Local Arabic in class 






Students do not (fully) understand Standard Arabic/teachers 
afraid that students might not understand it. Likewise, students 
understand Local Arabic better and more quickly than Standard 
Arabic. 
10 
Local Arabic is the variety that students are used to in class. 7 
Students in Year One are in the first stages of learning Standard 
Arabic and it is difficult for them to understand this variety. 5 
Some students do not like being talked to in Standard Arabic, 
because they are not used to it. 2 
Society 
Local Arabic is the language students use in society and at home, 
so when they start primary school, most come with very little 
knowledge of Standard Arabic. 
9 
Teachers are accustomed to Local Arabic because it is the 
dominant language of Saudi society, and they are part of society. 5 
Teachers 
Some teachers have not had the necessary training to use Standard 
Arabic in class. 3 
Some teachers avoid Standard Arabic because they are afraid of 
making mistakes (e.g. grammatical errors). 1 
When the teachers were students, they were taught in Local 
Arabic at all levels of education, which is one of the reasons 
behind their use of it in class now. 
3 
It seems affected/unnatural to use Standard Arabic with children, 
while using Local Arabic makes the teacher seems humble and 
closer to the students. 
1 
Local Arabic is easier to use than Standard Arabic because the 
latter requires effort and preparation. 3 
One of the teacher thinks he is lazy in using Local Arabic (as 
indicated by the teacher). 1 
Medium of 
instruction 
Local Arabic is used to simplify information (to express 
information in an easy way). 4 
Local Arabic is used to explain Standard Arabic words/sentences. 3 
Teaching is not always about reading; teachers need to instruct 
students (or request that students do tasks) and manage the class, 




9.4 Teachers’ language attitudes towards the use of Local Arabic in class 
 
Seven of the participating teachers indicated that Local Arabic has a negative impact on 
the teaching and learning of Standard Arabic. For example, one (Mr Mohammad) said 
that ‘of course ala’amia [Local Arabic] has a negative influence [on students]’ (excerpt 
from the first interview). The teachers provided nine main reasons to explain how Local 
Arabic has a negative effect on pupils (from their perspectives), which are summarised 




Table 9.3 Main reasons against the use of Local Arabic in class   
Reasons 
No. of teachers 
providing the 
reason 
1. Using Local Arabic in class will eliminate Standard Arabic. In other 
words, if the students use the former, they will not use the latter in class. 
2 
2. If teachers use Local Arabic, students will have limited chances of 
hearing and practising Standard Arabic in class. 
2 
4. The first three years of schooling is vital for language development, 
and thus, Standard Arabic should be used in class rather than Local 
Arabic. 
2 
5. Local Arabic is not the language of education and knowledge. 1 
6. Two of the teachers said that Local Arabic is not the correct form of 
Arabic. Likewise, another teacher stated that using Local Arabic in class 
is wrong. 
3 
7. The use of Standard Arabic expands students’ vocabulary size unlike 
Local Arabic. 
2 
8. Using Local Arabic is incompatible with teaching Standard Arabic 
modules.  
1 
9. If Local Arabic is the dominant language, Standard Arabic will be 
disliked. Hence, Standard Arabic should be used to attract students to it.  
1 
 
One of the teachers (Mr Hasan) argued that both Standard and Local Arabic have 
advantages and disadvantages. He said that, in some cases, he needed to use Local 
Arabic so as to express information in a quicker way, saying that ‘if I am in a hurry, I 
could use ala’amia [Local Arabic] in one word or so to express information in a quicker 
way’ (excerpt from the second interview). Mr Hasan said that teachers could explain 
some points using one Local Arabic word, while they would need to use several 
Standard Arabic sentences to explain the same point. One the other hand, Mr Hasan 
argued that students need to be able to understand Standard Arabic and this could 
happen only when teachers are using it in the classroom, otherwise, students will be 





Likewise, one of the interviewees (Mr Fahad) thought that Local Arabic can be a 
positive aspect in terms of explaining a topic, but that students should not rely 
completely on Local Arabic, because it is ‘not the correct form of Arabic’ (excerpt from 
the first interview). In the same vein, one of the teachers (Mr Ali) described Local 
Arabic as ‘a wrong thing’ saying ‘always wrong things are negative so using ala’amia 
[Local Arabic] is a negative aspect’ (excerpt from the first interview). According to 
these teachers, Standard Arabic should be used because it is the language of education 
and culture, and thus, it is the elite language, unlike Local Arabic. 
 
Mr Khalid stated that Local Arabic has a positive effect on Year One students, arguing 
that ‘the lexicon of ala’amia [Local Arabic] was originally taken from alfusha [Standard 
Arabic]... so yes the use of ala’amia tends to have a positive influence’ (excerpt from 
the first interview). As explained in Chapter 2, the majority of the Local Arabic words 
were originally taken from Standard Arabic, therefore, many words share similar roots 
and similar pronunciation. Mr Khalid emphasised the advantages of these similarities, 
arguing that Local Arabic can help in relation to understanding Standard Arabic.  
 
9.5 Teachers’ use of Standard Arabic in class and their attitudes towards it  
 
All ten teachers completely agreed that, from their experience, the majority of Year One 
teachers do not use Standard Arabic as the main spoken language in class. According to 
four of them, the chief factor behind teachers’ use of Standard Arabic in class is the 
textbook. For example, one of the teachers (Mr Mohammad) said that ‘the book 
[textbook] forces me to use alfusha [Standard Arabic]’ (excerpt from the first 
interview). This was also noted in the analysis of the observation data; teachers’ use of 
Standard Arabic in class was closely associated with content-related activities, such as 
reading or using vocabulary items mentioned in the textbook (see Chapter 7). Three of 
the teachers also stated that they needed to use Standard Arabic for reciting the Qur’an, 
which is also consistent with the findings presented in Chapter 7. 
 
Nine of the participating teachers displayed positive attitudes towards using Standard 
Arabic in class for a variety of reasons. Three contended that if teachers use Standard 
Arabic in class, then students would get exposed to it, and thus, they would increase 
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their vocabulary size. For example, one of the teachers (Mr Ali) argued that ‘alfusha 
[Standard Arabic] enriches students’ vocabulary while ala’amia [Local Arabic] does 
not’ (excerpt from the first interview). Similarly, three of the participating teachers 
mentioned the importance of the early years in learning and language development. One 
of the interviewees (Mr Badar), for instance, advocated the use of Standard Arabic in 
class because ‘the first three years of school are the most crucial time for learning, after 
which students just extend their knowledge’ (excerpt from the first interview).  
 
A number of reasons provided by the teachers for the advocacy of using Standard 
Arabic in class seem to stem from their affective and cognitive55 language attitudes 
towards this Arabic variety. For instance, four of the interviewees indicated that 
Standard Arabic is the language of the Qur’an (which indicated the sacred status of this 
variety), while two said that this variety is the ‘beautiful’ and ‘correct form of Arabic’; 
hence, teachers should use it in the classroom. Similarly, seven of the teachers argued 
that Standard Arabic is the language of textbooks and knowledge, and thus, it should be 
used in class. Further, one of the interviewees (Mr Faris) supported the use of this 
variety in class because ‘this [Standard Arabic] is our language’ (excerpt from the first 
interview), while another (Mr Badar) stated that ‘it [Standard Arabic] is our mother 
tongue’ (excerpt from the first interview). Likewise, another teacher (Mr Fahad) argued 
that this variety should be used so that students preserve their Standard Arabic 
identities. 
 
The participating teachers also provided reasons in support of the use of Standard 
Arabic in class concerning Saudi society. That is, due to the fact that Local Arabic is the 
dominant language in society, three of the teachers emphasised that Standard Arabic 
should be used in class to get both teachers and students used to it. For example, one of 
the teachers (Mr Badar) argued that Standard Arabic should be used in class ‘because it 
is the only place in which students can use alfusha [Standard Arabic]’ (excerpt from the 
first interview). Mr Badar also pointed out that Standard Arabic should be used in the 
classroom; otherwise it will die. 
                                                
55




The interviewees provided reasons for the use of Standard Arabic in class related to the 
role of teachers and school. One (Mr Faris) argued that teachers should use Standard 
Arabic in class because their job (as teachers) is ‘to make students love alfusha 
[Standard Arabic]’ (excerpt from the first interview). Along similar lines, two of the 
interviewees subscribed to the view that Standard Arabic should be used in class in 
order to help students to learn and understand this Arabic variety. One of the teachers 
(Mr Ali) highlighted the importance of practice for learning Standard Arabic, arguing 
that teachers should use it in class so that students can practise what they learn in 
textbooks. For instance, if students learn a particular grammatical rule, their teacher 
should practise it with them so they can apply it rather than just know it in theory. He 
stated that teachers’ language should be a model for what students are learning. 
 
Three of the teachers called for the use of Standard Arabic in class because of the huge 
diversity of the number of local dialects in Saudi Arabia. For example, one of the 
teachers (Mr Faris) opined that whilst each speaker from all the different regions uses 
his/her local dialect, Standard Arabic unites Arabic speakers. To put it in Mr. Faris’s 
words: 
 
 .أةﺮﯿﺜﻛ ﻖطﺎﻨﻣ كﺪﻨﻋ ةﺮﯿﺜﻛ ﻖطﺎﻨﻣ آ كﺪﻨﻋ ﺔﯿﻣﺎﻌﻟا ﺔﻐﻠﻟا كﺪﻨﻋ :سرﺎﻓ ﮫﺘﺠﮭﻟ ﮫﻟ ﺪﺣاو ﻞﻛ.. ﻲﻠﻋ ﺖﻤﮭﻓ يﺬھ ..ﻛ ﻢﮭﻌﻤﺠﺗ ﺔﻐﻠﻟﺎﺑ ﻢﮭﻠ
ﻰﺤﺼﻔﻟا ﺔﯿﺑﺮﻌﻟا 
Mr Faris: there is ala’amia [Local Arabic].. there are er many different regions.. many regions.. 
each one speaks his local dialect.. do you get what I mean?.. and alfusha unites them all 
(Excerpt from the first interview) 
 
Table 9.4 encapsulates the major reasons and advantages for using Standard Arabic in 
















Table 9.4 Rationale for using Standard Arabic in class, as indicated by the participating teachers 
Category Reason 




Exposure to Standard Arabic is crucial for 
language development, especially in the first 
years of school 
3 
If teachers use Standard Arabic, students will 
pick up from their language, and therefore, 
expand their vocabulary size 
3 
Language attitudes 
Standard Arabic should be used since it is the 
language of the books and culture 7 
Standard Arabic is the language of the Qur’an 
(which indicates its sacred status) 4 
Standard Arabic is the mother tongue and ‘our 
language’ 2 
Standard Arabic is beautiful, formal and the 
correct form of Arabic 3 
Students should preserve their Standard Arabic 
identities 1 
Dominance of Local 
Arabic in Saudi society 
Standard Arabic should be used in class to get 
students and teachers used to it 3 
The classroom is the only place where students 
can use Standard Arabic. It should be used in 
class otherwise, it will die 
1 
Role of school/teachers 
Standard Arabic should be used in class to 
make students love this variety 1 
School should help students be able to 
understand Standard Arabic 2 
School should provide the chance for students 
to practise Standard Arabic in class 1 
Language varieties 
Standard Arabic unites all Saudi and Arab 




9.6 Issues related to the medium of instruction 
 
As explained in the previous section, nine of the participating teachers advocated the 
use of Standard Arabic as the medium of instruction. However, the participating 
teachers highlighted a number of issues related to its usage in class. Two of the teachers 
responsible for teaching maths, supported the use of Standard Arabic in class, but they 
argued that it should not necessarily be the language of instruction for that subject. One 




 .أ:ﺮﺻﺎﻧ .] مﺎﻗرأ تﺎﻧرﺎﻘﻣ ﺔﯿﺳﺪﻨھ لﺎﻜﺷأ ﻰﻠﻋ ﺎﻨﺣ ﺎﻨﻠﻐﺷ نﻷ يﺬھ ﺔﻠﺣﺮﻤﻟا ﻦﻋ زوﺎﺠﺘﻧ ﺎﻤﺋاد ﻲﻨﻌﯾ ..تﺎﯿﺿﺎﯾﺮﻟا ﻲﻓ. ﺔﻐﻠﻟﺎﺑ ﮫﻨﻣ ﮫﺘﺒﻠط ﻮﻟ [.
ﺢﯿﺤﺻ ﻞﻜﺸﺑ مﺎﻗرﻷا  أﺮﻘﯾ ﻮﻧإ ﻲﻨﻌﯾ ﻚﻧإ ﺎﮭﻨﻣ فﺪﮭﻟاو ﺔﻀﯾﺮﻋ ﺔﻠﯾﻮط ﻞﻛﺎﺸﻣ ﻲﻓ ﮫﺘﻤﺤﻗأ ﺔﯿﺑﺮﻌﻟا 
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Mr Nasser: in maths.. I mean we overlook this [the use of Standard Arabic] because we are 
teaching mathematical shapes.. comparisons.. numbers […] if we ask students to read numbers in 
the Arabic language [Standard Arabic].. we will drag them into unnecessary complications.. the 
goal is that students can read the numbers correctly 
(Excerpt from the first interview) 
 
In other words, in maths lessons, the teachers gave the priority to learning and 
understanding the topic and the language that was used was subordinated to these goals. 
That is, to them, what mattered was that a child knows that two plus two equals four and 
not whether the pupil provides the answer (four) in Local or Standard Arabic. This 
reasoning helps to explain the high percentage of Local Arabic that was found in maths 
lessons in the observation data (see Chapter 7). Another issue was highlighted by two of 
the interviewees, who stressed that teachers should agree on using Standard Arabic as 
the medium of instruction, arguing that it is rather unproductive if one teacher teaches in 
Standard Arabic, while the majority of teachers use Local Arabic in class.  
 
Despite the fact that seven of the teachers thought that Local Arabic has a negative 
impact on students (Section 9.4), and the fact that nine supported the use of Standard 
Arabic in the classroom (Section 9.5), Local Arabic, in practice, was the dominant 
language used by the participating teachers in class, as discussed in Chapter 7 and as 
reported by the teachers in Section 9.3. The participating teachers revealed that they 
were facing difficulties in using Standard Arabic in class. One (Mr Hasan), for example, 
said that Standard Arabic should be the medium of instruction, but nonetheless, he 
stated that he still needed to use Local Arabic in class for different reasons. In response 
to the question, ‘Should alfusha [Standard Arabic] be the medium of instruction in 
class?’, one of the teachers (Mr Faris) said ‘I would hope so, but in reality it is difficult’ 
(excerpt from the first interview). Based on the reasons provided by the teachers in the 
interviews, the main difficulties facing the participating teachers when using Standard 
Arabic in class are as follows.  
 
• For reasons related to students, such as the fact that students do not fully 
understand in Standard Arabic. For instance, one of the teachers (Mr Faris) 
claimed that ‘if I teach totally in alfusha [Standard Arabic], it would not be 
fruitful; they [students] would understand only 15-20% of the topic’ (excerpt 
from the second interview). 
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• For reasons concerning practicality, such as the fact that teachers can express 
information in an easy and quicker way in Local Arabic, whereas they have to 
make more effort when using Standard Arabic. 
• As members of Saudi society, the teachers are used to Local Arabic, and thus, if 
using Standard Arabic they are going against their spontaneous and natural way 
of speaking. 
• Local Arabic is more appropriate to use for certain functions, such as managing 
the class or explaining the tasks that students should do. 
• Some teachers have not had the necessary training for using Standard Arabic in 
class.  
 
Three of the teachers stated that the goal of the medium of instruction is to express 
information in an easy way for students, and thus, teachers can (and should) draw on 
both Local and Standard Arabic in class. For instance, one of the teachers (Mr Khalid), 
who had been a primary teacher for 25 years, argued that Standard Arabic alone does 
not necessarily have to be the language of instruction. He asserted that: 
 
 .أ :ﺪﻟﺎﺧ ﻞﯿﺻﻮﺘﻟ قﺮﻄﻟا ﻂﺴﺑأ ﻼﺜﻣ ىﺮﺗ ﺖﻧأو ﻖﯾﺮﻄﻟا اﺬھ ..ﺐﻟﺎﻄﻟا ﻰﻟإ ﺎﮭﯿﻓ ﻞﺻﻮﺗ رﺪﻘﺗ ﻲﺘﻟا ﺔﻐﻠﻟا ﻲھ ﺎﻣ ..ﺐﻟﺎﻄﻠﻟ ﺔﻣﻮﻠﻌﻤﻟا
 تﺎﺤﻠﻄﺼﻤﻟا ﺎﮭﻨﻣ ﺮﺜﻜﻧ ﻻو ..ﺔﯿﻣﺎﻌﻟا تﺎﺤﻠﻄﺼﻤﻟﺎﺑ وأ ﻰﺤﺼﻔﻟا ﺔﯿﺑﺮﻌﻟا ﺔﻐﻠﻟﺎﺑ ءاﻮﺳ ..ﮫﯿﻟإ ﮫﺠﺘﻧ ﻲﻨﻌﯾ ﻦﻧ ﻲﻠﻟا فﺪﮭﻟا أأ ﻲﻠﻟا
ﺔﻣﻮﻠﻌﻤﻟا ﻞﺻﻮﻧ رﺪﻘﻧ ﺎﻧإ ﺚﯿﺤﺑ ﺲﺑ ﺎﮭﻨﻣ ﺮﺜﻜﻧ ﺎﻣ ..ﺔﯿﻣﺎﻌﻟا 
Mr Khalid: and you see for instance the easiest way to convey information to students.. what 
language that reaches the student.. this is the way that er.. which er I mean the aim we want to 
achieve.. whether by using alfusha [Standard Arabic] or colloquial terms.. but we should not use 
many colloquial words though.. we shouldn’t.. just the amount we need to convey the 
information 
(Excerpt from the first interview) 
 
It seems that Mr Khalid subscribed to the idea that teachers should draw on whatever 
resources are at their disposal to deliver information and make sense (i.e. classroom 
translanguaging; see Chapter 2). Another teacher (Mr Fahad) said that different issues 
need to be taken into consideration in relation to the medium of instruction, stating that 
‘individual differences… as well as the regional differences’ should be taken into 
account when using a particular language in class (excerpt from the second interview). 







 .أ :ﺪﮭﻓب ﻢﮭﻌﻣ ثﺪﺤﺘﺗ ﺪﻗ ﺎﻧﺎﯿﺣأ اردﺎﻧ ﻰﺤﺼﻔﻟا ﺔﻐﻠﻟﺎﺑ وأ ﺔﯿﺑﺮﻋ ﺔﻐﻟ ﺎﮭﯿﻧﺎﻌﻣ ﺾﻌﺑ ﺪﯿﺠﯾ ﺪﺣأ ﺪﺠﺗ ﺎﻣ ..ﺔﺠﮭﻠﻟﺎﺑ ﻢﻠﻜﺘﺗ ﺎﻣﺪﻨﻋ ﻦﻜﻟو 
 ﺔﺟراﺪﻟا ﺔﺒﺳﺎﻨﻤﻟا ﺔﻘﯾﺮﻄﻟﺎﺑ ﺐﻟﺎﻄﻠﻟ ﺔﻣﻮﻠﻌﻤﻟا لﺎﺼﯾإ ﻮھ فﺪﮭﻟا ..ﺔﻣﻮﻠﻌﻤﻟا ﻞﺻﻮﺗ ت  
Mr Fahad: sometimes you talk to students in Arabic language or alfusha [Standard Arabic] and they 
hardly understand any of its meaning.. but when you speak in the common language [Local Arabic] 
information can be delivered.. the aim is to deliver information to students in a suitable way 
(Excerpt from the second interview) 
 
9.7 The dominance of Local Arabic in students’ spoken language in class  
 
All ten participating teachers stated that Local Arabic was the language students used in 
the classroom when communicating with both their teachers and classmates, which is in 
line with the observation data (Chapter 8). The interviews provided a variety of reasons 
to explain the dominance of Local Arabic in students’ language use in class, which are 
presented in this section. 
 
All of the interviewed teachers indicated that home language is the principal reason 
behind the fact that students were using Local Arabic in class. They said that language 
practices at home clearly influence students, and in particular, the fact that Local Arabic 
was the language that pupils were using with their parents and siblings at home during 
the preschool period and in Year One, which helped to explain why they continued 
using this variety in class. From a broader view, three other interviewees attributed the 
use of Local Arabic by students in the classroom to the dominance of Local Arabic in 
Saudi society; the fact that it is the language that children use out of school with friends 
and relatives and so on. Further, one of the teachers (Mr Badar) argued that many 
students do not attend preschool, and therefore, they enter primary school without the 
ability to speak or understand Standard Arabic. Two of the participating teachers 
pointed out that due to the fact that most children start primary school with no (or little) 
knowledge of Standard Arabic, they use Local Arabic in class to express their thoughts 
and feelings.  
 
A number of the teachers provided reasons connected to school for the dominance of 
Local Arabic in students’ language. Four argued that one of the reasons behind the fact 
that the pupils used it in class was because this was the predominant language used at 
school by both teachers and students. Moreover, one of the teachers (Mr Faris) asserted 
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that ‘the curricula have a role no doubt, our curricula are ill-designed’ (excerpt from the 
second interview). He explained that Year One students ‘are at the basic level, they do 
not know the Arabic alphabet’ (excerpt from the second interview). He pointed out that 
the focus in the first term of Year One is on learning the Arabic alphabet and some 
simple Standard Arabic words. While speaking skills, in his opinion, are not taken into 
account, because at this level, students are still learning the basics. 
 
Table 9.5 sums up the main reasons for the dominance of Local Arabic in students’ 
spoken language in the classroom, as put forward by the teachers. 
 
Table 9.5 Major reasons behind students’ use of Local Arabic in class 
Category Reasons 







During the preschool period and when children start primary 
school, Local Arabic is the dominant form of Arabic that is 
used in the home and students are affected by this 
environment (i.e. parents and siblings are using Local Arabic 
with them). 
10 
Local Arabic is the predominant language in Saudi society, 
which students use with their friends and on the street. 3 
Students start school with little knowledge of Standard 
Arabic; they do not know the basics of this variety and thus 
they start with learning the alphabet. 
2 
Many students do not attend preschool. 1 
School 
Local Arabic is the dominant language at school in both 
teachers and students’ spoken language. Pupils have a limited 
exposure to Standard Arabic at school. 
4 
Curricula are ill-designed and Standard Arabic speaking 
skills are generally ignored by teachers (as argued by one of 
the teachers). 
1 
Students Students use Local Arabic because this is the language they 
can use to express their thoughts and feelings. 2 
 
On other hand, all of the ten participating teachers agreed that students rarely used 
Standard Arabic in class, which is consistent with the observation data presented in 
Chapter 8. The interview data indicate that students’ use of Standard Arabic is closely 
associated with the language of the curriculum. For example, in response to the question 
‘Are Year One students given the chance to use alfusha [Standard Arabic] in class?’, 
one of the interviewees (Mr Khalid) replied saying that: ‘in religion lessons, we ask 
students questions and they provide answers, and thus, they both [questions and 
answers] are in alfusha [Standard Arabic]’ (excerpt from the second interview). What 
Mr Khalid said is similar to what was observed in the observation data (Chapter 8), 
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where one of the factors that prompted students to use Standard Arabic in class was that 
the teachers would ask questions to which the answers needed to be in Standard Arabic 
because they contained academic or religious terms with no common equivalents in 
Local Arabic. Mr Mohammad said that students sometimes used Standard Arabic, ‘such 
as [articulating] some prayers which were in alfusha [Standard Arabic]’ (excerpt from 
the first interview). The teacher gave some examples, such as saying ‘bism Allah’ (in 
the name of Allah) and ‘alhamdo lillah’ (thank God). Mr Mohammad’s answer suggests 
that the use of Standard Arabic is associated with religion, which is also in line with the 
observation data (Chapter 8). 
 
9.8 Students’ abilities to understand Standard Arabic 
 
Eight of the interviewees stated that the majority of Year One students were not able to 
comprehend Standard Arabic (well). In fact, one of the teachers (Mr Faris) contended 
that even Year Two students do not understand Standard Arabic, saying that: ‘Many 
years ago, I tried to use alfusha [Standard Arabic] in class in Year Two and only one 
student responded to me’ (excerpt from the first interview). Another teacher (Mr 
Nasser), said that whilst he did not think that Year One students could fully comprehend 
Standard Arabic, ‘he [student] will understand what is required from him’ (excerpt from 
the first interview). He said that, for example, if you told a student to sit in Standard 
Arabic he would do so. In a similar vein, one of the teachers (Mr Ali) pointed out that 
‘students may understand alfusha [Standard Arabic], but to respond in alfusha [Standard 
Arabic], I doubt it’ (excerpt from the first interview). The fact that many Year One 
students did not understand Standard Arabic, as revealed by the interviewees, is in line 
with the assessment data, which showed that more than 50% of the students scored no 
more than 5 marks out of 10 in the listening to Standard Arabic stories comprehension 
(see Chapter 6). 
 
9.9 The influence of teachers’ language on students 
 
Five of the participating teachers highlighted the fact that teachers’ language has an 
influence on students. For example, one of the interviewees (Mr Sultan) said that 
teachers’ language is significant ‘because the teacher is the essential part of teaching; 
they either teach students alfusha [Standard Arabic] or ala’amia [Standard Arabic]’  
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(excerpt from the first interview). In other words, students will be influenced by 
teachers’ language, whereby if they use Standard Arabic, students will learn it and thus 
use it, whereas if teachers use Local Arabic, then students will speak in that language. In 
a similar vein, one of the interviewees (Mr Hasan) pointed out that teachers should be 
careful in terms of the language they use in class because students will immediately 
pick up what they say, including any unintentional grammatical mistakes, which 
students will then replicate in their own talk. 
 
From a broader perspective, another teacher (Mr Mohammad) highlighted the fact that 
pupils look up to their teachers and they usually copy what the teachers do: ‘students are 
even affected by the clothes teachers are wearing, the colours teachers chose… thus 
students are always influenced by teachers’ language’ (excerpt from the second 
interview). One of the interviewees (Mr Nasser) claimed that Year One students would 
speak the language variety that their teachers use: ‘because they look up to their teacher, 
they think the teacher is always correct and all other people are wrong’ (excerpt from 
the second interview). Mr Nasser provided an example of the influence of teachers’ 
language on students, saying that: 
 
 .أ:ﺮﺻﺎﻧ ﮫﺳرﺪﯾ ﻲﻣﺎﺷ سرﺪﻣ يﻮﺧأ ﻦﺑا يﺪﻨﻋ ﺎﻧأ ﻲﻨﻌﯾ.. ﻲﻣﺎﺸﻟا ﺔﻐﻟ ﻢﻠﻜﺗ ﺖﯿﺒﻟا ﻲﻓ ﺎﺟ اذﺈﻓ..  ﻂﺣأ لﻮﻘﯾ تﺎﻛﺮﺤﻟا ﮫﻟﻮﻘﺗ ﻲﺠﺗ ﺎﻤﻟ
 ﺔﻤﻀﻟا[ﻲﻣﺎﺷ ﻖﻄﻧ] ﺔﻤﻀﻟا ﻚﻟ ﺐﺘﻛأ ..[ﻲﻣﺎﺷ ﻖﻄﻧ] ﺐﯾﺮﻏ ﻲﺷ ﺐﯾﺮﻏ ﻲﻨﻌﯾ  
Mr Nasser: I mean my nephew’s teacher is Syrian.. so when the child56 comes back home he 
speaks in the Syrian colloquial.. when you ask him about the short vowels57 he articulates the terms 
in the Syrian colloquial.. I mean it is astonishing astonishing 
(Excerpt from the second interview) 
 
9.10 Teachers’ views on the impact of diglossia on pupils 
 
Six of the teachers indicated that one of the marked effects of the local practices in the 
diglossic situation in Saudi Arabia is that, as aforementioned, Local Arabic is the 
dominant type of Arabic used in Saudi society and Standard Arabic, by contrast, is 
infrequently used. Accordingly, they argued that this poses difficulties for children 
when learning Standard Arabic in school. As a result of the predominance of Local 
Arabic in Saudi society, three of the teachers stated that children generally lack 
                                                
56
 The teacher’s nephew is Saudi. 
57
 The writing system of Standard Arabic depends mainly on consonant letters, whereas the three short vowels, 
which are equivalent to (o, a, e), are written above or under the consonants (cf. Holes 2004). 
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exposure to Standard Arabic in this society. Further, three of the teachers argued that 
owing to the fact that Local Arabic is dominant, most of Year One students are 
surprised and some even shocked when they hear Standard Arabic in the first weeks of 
Year One. One of the teachers (Mr Khalid) added that some Year One students might 
even quit school because they do not understand Standard Arabic. 
 
In a similar vein, five of the participating teachers pointed out that there is a gap 
between language practices at home and what students should learn at school. That is, at 
home before entering the school system, Local Arabic is dominant in communication 
and most Arabic-speaking children usually do not engage in any literacy practices, such 
as reading books. Consequently, the transition from home language to what students 
should learn in school (Standard Arabic) is difficult and not smooth. One of the 
interviewees (Mr Mohammad) argued that the closer the home language practice is to 
the target language, the more readily the child is willing and able to learn.  
 
Two of the teachers pointed out that there is a great distinction between Standard and 
Local Arabic and this has a negative influence on students. One of the interviewees (Mr 
Badar) said that ‘there is a radical difference between alfusha and ala’amia [Local and 
Standard Arabic], in terms of grammar, pronunciation, writing and everything’ (excerpt 
from the second interview). As a consequence, he believed that the two Arabic varieties 
are, in effect, two different languages. Mr Badar (as well as other two participating 
teachers) argued that if children had only one type of Arabic, they would master it more 
easily. One of the participating teachers (Mr Hasan) stated that the difference between 
Standard and Local Arabic also has an influence on vocabulary acquisition. He argued 
that students are used to saying words in a particular way in their home language (Local 
Arabic words), but at school, they need to say and hear them in a different way 
(Standard Arabic words), and this can cause difficulties in terms of both students’ 
receptive language (listening) and productive language (speaking skills). Similarly, 
three of the interviewees pointed out that the difference between Standard and Local 
Arabic in terms of phonology has an influence on pronunciation. For example, one of 
the interviewees (Mr Hasan) said that the phonological differences between the two 
Arabic varieties have an influence on students: Local Arabic is easier in terms of 
pronunciation. Mr Hasan continued by pointing out that there are difficult sounds for 
pupils to pronounce regarding Standard Arabic, such as /q/ ق and /dˤ/ ض. Likewise, 
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another teacher (Mr Nasser) said that some students face difficulties in pronouncing 
some Standard Arabic sounds, such as students who come from the north of Saudi 
Arabia, who tend to convert the Standard Arabic sound /q/ ق into /ɣ/ غ. The observation 
data (Chapter 8) have also demonstrated that there were a number of noticeable 
instances in relation to vocabulary and pronunciation, which are in line with what the 
teachers pointed out (please see Section 8.3). 
 
Akin to what the participating parents pointed out (in Chapter 5), three of the teachers 
believed that the diglossic situation results in confusion. One of the interviewees (Mr 
Fahad) stated that, whilst the coexistence of Local and Standard Arabic can be useful in 
that teachers can draw on both varieties to deliver information to students, it ‘might 
confuse students; because if you have two forms of the same language, students will be 
distracted in terms of what to focus on’ (excerpt from the second interview). Table 9.6 
sums up the main points made by the teachers in relation to the influence of the 
coexistence of Local and Standard Arabic on students. 
 
Table 9.6 Summary of the teachers’ opinions on the impact of diglossia on students 
How the diglossic situation influences students (as stated by the teachers) No. of teachers 
stating the opinion 
Local Arabic is dominant in the society and this causes difficulties for children 
when starting to learn Standard Arabic in school 6 
Most students lack exposure to Standard Arabic at home due to the dominance of 
Local Arabic 3 
There is a gap between home language practices (Local Arabic) and what 
children should learn in school (Standard Arabic) and this poses a challenge for 
children 
5 
Standard and Local Arabic are considerably different, and thus, students are 
learning, in effect, two different languages 2 
If students had only one type of Arabic, it would be easier for them to learn 3 
Some students are surprised and some might have a bad reaction in the first 
weeks of school because of the large difference between their home language 
(Local Arabic) and Standard Arabic 
3 
The coexistence of Standard and Local Arabic has a negative influence in terms 
of vocabulary acquisition and pronunciation 4 
The coexistence of Standard and Local Arabic might confuse students 3 
 
 
9.11 Teachers’ perspectives on the preschool period 
 
The participating teachers’ opinions about preschoolers’ abilities to learn Standard 
Arabic were explored in the interviews. The interview data indicate that six (out of 10) 
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thought that children at the age of four to five can (and should) start learning the basics 
of Standard Arabic, such as letters, colours and numbers. For example, one of the 
teachers (Mr Badar) stated that preschoolers ‘are able to learn the basics, which can 
assist them when they start Year One’ (excerpt from the second interview). Another 
teacher (Mr Hamid) said that preschoolers can start reading and writing in the preschool 
period. Mr Hamid stated ‘I have seen this myself, there are preschoolers at the ages of 
four and five who could write, read, and even memorise things’ (excerpt from the 
second interview). Nonetheless, Mr Hamid said that the number of preschoolers who 
could read is small, for the majority of Saudi children typically start learning Standard 
Arabic in Year One. 
 
The remaining four teachers argued that preschoolers who are younger than six years 
old cannot start learning Standard Arabic, because it is too difficult for them. In 
response to the question: ‘In your opinion, what is the suitable age that children should 
start learning alfusha [Standard Arabic] at?’, these four teachers stated that children 
should start doing so once they are school-aged (six to seven years). They argued that 
Standard Arabic is too difficult for preschoolers, and therefore, it is better if children 
start learning it in Year One. Two of the interviewees asserted that preschoolers are able 
to memorise words and sentences, while reading and writing are too difficult for them at 
the ages of four or five. For instance, one of the teachers (Mr Mohammad) argued that 
preschoolers ‘do not understand alfusha [Standard Arabic], they hear things and just 
memorise them’ (excerpt from the second interview). Another teacher (Mr Khalid) 
asserted that children in Years 3 and 4 are more able to master Standard Arabic than 
younger students. In reply to the question: ‘Can children start learning alfusha [Standard 
Arabic] before Year One?’, one of the interviewees (Mr Fahad) said that ‘I hope so, but 
it is futile’ (excerpt from the second interview). While another teacher (Mr Hasan) 
argued that the older the child, the better he/she can learn Standard Arabic. He argued 
that the performance of students differs in Year One according to their age; students 
who enter Year One at their late school starting age (at the age of seven) usually 
understand quicker and outperform their counterparts, who start school at their early 
school starting age (at the age of six or younger). Mr Hasan also argued that children 




Four of the participating teachers believed that Standard Arabic television programmes 
are useful in the preschool period because students can pick up a number of words in 
this variety, which is consistent with what a number of the participating fathers pointed 
out in Subsection 5.3.2. For example, two of the teachers said that some students used 
Standard Arabic words that they have not learned from school, which they appeared to 
have picked up from Standard Arabic animated cartoons. One of the interviewees (Mr 
Badar) argued that these Standard Arabic television programmes are almost the only 
source of Standard Arabic for the majority of Arabic-speaking children at home.  
 
Three of the teachers highlighted the importance of preschool education. For instance, 
one (Mr Badar) contended that preschool education provides children with some basic 
knowledge of Standard Arabic, such as its words and letters, and this, in turn, will help 
both students and their teachers in Year One. He explained that, in his opinion, students 
who attend preschool will be better equipped to learn Standard Arabic than those who 
do not do so. He added that teachers will also be able to use Standard Arabic in class 
because their students will be familiar with some of its basic words. 
 
9.12 Language varieties  
 
All ten participating teachers pointed out that each pupil used his local dialect in the 
classroom when communicating with classmates as well as the teachers. For example, 
one of the teachers (Mr Nasser) said that ‘the language pupils are using in class is the 
same language they use at home, it is seldom that a pupil uses a dialect other than his 
local dialect’ (excerpt from the first interview). In the same vein, another teacher (Mr 
Faris) remarked that ‘ala’amia [Local Arabic] is totally dominating, students are using 
regional dialects, each student speaks his local dialect’ (excerpt from the first 
interview). One of the teachers (Mr Ali) pointed out that the diversity of local dialects in 
the classroom reflects the dialects used in Riyadh and what these teachers said is 
consistent with the findings presented in Chapter 8. 
 
The interview data indicate that the level of intelligibility of the local dialects used in 
class was generally acceptable. For example, one of the teachers (Mr Nasser) said that 
despite the fact that both pupils and teachers used their Local Arabic dialects in class, 
their dialects were mutually understood. He stated that ‘we [teachers] understand them 
and they [students] understand us, I mean there is no problem’ (excerpt for the second 
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interview). However, two of the teachers in SCS (Mr Badar and Mr Fahad) who spoke 
the Western and Northern Saudi dialects, respectively, stated that most students in SCS 
spoke the Jazani dialect (south of Saudi Arabia) and these two teachers sometimes had 
difficulties in understanding some of the vocabulary used by these students (see 




The interviewees’ views of teachers’ language use in the classroom have been presented 
in this chapter. The majority of the teachers (9 out of 10) showed positive attitudes 
towards using Standard Arabic in class, while seven expressed negative attitudes 
towards Local Arabic in terms of its impact on students. Nonetheless, the data 
(interviews and classroom observations) indicate that Local Arabic is the dominant 
language used by teachers in the classroom and the interviewees provided a variety of 
reasons to explain why this is the case. The interviews revealed that Year One students 
are in the early stages of learning Standard Arabic and do not (fully) understand this 
variety, thus being able to respond more quickly when teachers use Local Arabic in 
their instruction. Consequently, the participating teachers said that they needed to utilise 
Local Arabic to facilitate learning by helping students to understand and communicate 
successfully in class. The teachers also pointed out that society has an influence on 
classroom language use in that Local Arabic is the predominant spoken language in 
Saudi society, and hence, both teachers and students are accustomed to it, which is one 
of the main reasons for its predominance in class. The interviews also showed that some 
teachers have not had the necessary training to use Standard Arabic in class and this is 
one of the factors behind the use of Local Arabic in class. However, three of the 
teachers argued that the goal of the instruction medium is to express information in a 
way that enables students to learn easily, and consequently, teachers could (and should) 
draw on both Local and Standard Arabic in the classroom in order to facilitate learning. 
 
The teachers’ views and reports with respect to students’ language use have also been 
discussed in this chapter. The findings are analogous to those of the observation data, 
whereby the teachers reported that Local Arabic is the dominant language in students’ 
spoken language in class. To explain the predominance of Local Arabic in students’ 
language, the participating teachers provided a number of different reasons related to 
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home language and society (the fact that Local Arabic is dominant at home and in Saudi 
society in general), school (Local Arabic is the language that is dominantly used by 
teachers) and preschool language experiences (Arabic-speaking children usually grow 
up using Local Arabic and many do not attend preschool education). 
 
The participating teachers argued that local practices in the diglossic situation tend to 
have a negative impact on Arabic-speaking children. For example, a number of the 
teachers argued that Local Arabic is dominant in the society, while the use of Standard 
Arabic is limited, which causes difficulties for children when starting to learn the latter 
in school. In addition, the interview data showed that there is a considerable difference 
between home language practices (Local Arabic) and what children should learn in 
school (Standard Arabic). Before children enter the school system, Local Arabic is 
dominant while communicating at home and many children do not engage in literacy 
practices during this period, such as reading Standard Arabic books. Consequently, the 
transition from home language to that which students should learn in school (Standard 
Arabic) is difficult. All the ten participating teachers highlighted the importance of 
language practices at home and pointed out that the language used by students in class is 
a product of their home language experiences. 
 
It has been shown in this chapter that the participating teachers had different opinions in 
relation to preschool education in that six stated that preschoolers (aged 4–5) are able to 
learn Standard Arabic and should do so, while the remaining four asserted that this 
variety is too difficult for preschoolers and that Arabic-speaking children, therefore, 
should only start to learn it once they are school-aged (6–7 years). 
 
Similar to the findings presented in Chapter 8, the interview data reveal that the Local 
Arabic used by the students in the classroom differed from one child to another, since 
each child used his local dialect when communicating with both teachers and 
classmates. The data also indicate that the level of intelligibility of the different local 
dialects used in class was generally acceptable. The following chapter discusses the 
findings of the current study and relates them to the literature as well as employing them 
to address the research questions.   
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Chapter 10 Discussion and conclusion 
10.1 Introduction 
 
This final chapter pulls together the key findings of this thesis by providing answers to 
the research questions, discussing and interpreting the meaning of the findings, relating 
the findings to the existing literature and offering a number of suggestions for 
improving the teaching and learning of Standard Arabic. 
 
The current study has five research questions (as outlined in Section 2.7), which are 
addressed in this chapter in relation to the findings discussed in Sections 10.2 through to 
10.5. More specifically, the types of Arabic the children appear to have experienced 
before entering the school system and some family factors that might have influenced 
these experiences are discussed in Section 10.2, while Section 10.3 gives an account of 
how these preschool language experiences can affect students’ oral linguistic skills 
(listening and speaking) in Year One. Discussion of the types of Arabic used in the 
classroom (by both teachers and students) and the rationale behind the choices of 
language is provided in Section 10.4. In Section 10.5, I discuss the language attitudes 
the participants held towards Standard and Local Arabic and whether or not these 
attitudes were reflected in their language practices. This is followed by a set of 
pedagogical recommendations for enhancing the teaching and learning of Standard 
Arabic (in Section 10.6). In Section 10.7, I explain how this thesis has contributed to 
current knowledge in the field, while Section 10.8 outlines a number of limitations of 
the current study and suggests potential avenues for future research. 
 
10.2 Preschool language experiences 
 
The types of Arabic the participating children appeared to have experienced in the 
preschool period and some factors that might have influenced such experiences were 
explored in Chapters 4 and 5. The interviews with the teachers also touched on some of 
the issues related to preschool language experiences (Chapter 9). These findings are 
discussed in this section in order to address the first research question: ‘What types of 
Arabic children who live in Riyadh (which is a diglossic situation) are reported to have 




10.2.1 Predominance of Local Arabic as the medium of communication at home 
The findings of the questionnaires (Chapter 4) as well as the interviews with the parents 
and teachers (Chapters 5 and 9, respectively) revealed that Local Arabic was the 
predominant type of Arabic used in communication at home in the preschool period and 
there was no difference between the participants who came from different 
socioeconomic levels. The current study provided empirical data that support the 
argument made in a number of previous studies that Local Arabic is the predominant 
medium of communication Arabic-speaking children grow up experiencing and using at 
home before entering the school system (Feitelson et al., 1993; Ayari, 1996; Abu-Rabia, 
2000, among others). 
 
The interview data with the fathers (Chapter 5) provided a number of reasons for the 
predominant use of Local Arabic in the home. Fundamentally, they related this to local 
cultural practices, the fact that Local Arabic is normally used in everyday interactions, 
and thus, it is the language typically used at home. Moreover, the findings showed that 
speaking Standard Arabic at home is against the norms in Saudi Arabia because this 
variety is, by and large, associated with formal settings/functions. These reasons are in 
line with the concept of diglossia, in that Local Arabic is the spoken variety of Arabic 
that is normally used for informal functions/situations (such as at home with the 
family), while Standard Arabic is associated with formal occasions or functions 
(Ferguson, 1959; Albirini, 2016). In addition, the interviews revealed that a number of 
the parents lacked knowledge of Standard Arabic and, consequently, it was not part of 
the language practice in the home, which corresponds with what Ayari (1996) pointed 
out in his article. 
 
10.2.2 Exposure to Standard Arabic 
The findings (in Chapter 4) indicated that the amount of exposure to Standard Arabic in 
the preschool period was generally low amongst the participating children. The findings 
of the current study partly support the claim made in previous studies (Doake, 1989; 
Iraqi, 1990; Ayari, 1996) that many Arabic-speaking children usually lack exposure to 
Standard Arabic in the preschool period. However, the percentage of children who were 
reported to have been exposed to Standard Arabic through books in this study at the 
ages of four and five at least once a month (51.5%) is noticeably higher than that 
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reported by Iraqi (1990), in that she found only less than 2% of the parents in her study 
read Standard Arabic stories to their preschool children. Moreover, the outcomes from 
the current study suggest that family background plays a role in relation to preschool 
language experiences. Children in NCS, whose parents had higher monthly incomes and 
higher education levels than the parents in the other participating schools, appeared to 
have experienced Standard Arabic through books, audio materials and/or games 
noticeably more than their counterparts in the other participating schools, while the 
opposite was true for the children in SCS (whose parents had the lowest income and 
educational levels). 
 
Almost half of the participating parents (in the four participating schools) indicated that 
they never or almost never bought any Standard Arabic books for their children before 
they entered the school system, and 85.7% of the parents reported never or rarely to 
have borrowed such books from the library for their children before Year One (Chapter 
4). This finding is in agreement with Iraqi’s study (1990), in which she showed that 
there was a considerably low percentage of parents who bought books in Standard 
Arabic for their children before attending school. 
 
The interviews with the parents revealed a number of reasons for not buying Standard 
Arabic books or reading them to children before entering school (Chapter 5), as follows. 
 
• Some parents could not read or their literacy was poor (Chapter 5). This reason 
is in line with what Ayari (1996) stated, that a number of Arabic-speaking 
parents themselves lack knowledge of Standard Arabic, and therefore, this 
inevitably restricts the amount of exposure to that language at home by children.  
• The children were not interested in Standard Arabic books, which is similar to 
what Iraqi (1990) pointed out in her study, for which it was found that children 
did not enjoy being read to from such books, and that is why their parents told 
them stories in Local Arabic. 
• A few parents argued that Standard Arabic books are too difficult for 
preschoolers to understand, which is also in line with a number of previous 
studies (e.g. Iraqi, 1990; Ayari, 1996). 
• The current study has provided further reasons that were not mentioned in 
previous published studies: some parents indicated that they did not have time 
for reading, whilst others stated that they did not read to their children and that 
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this could be due to negligence on their part (as indicated by the interviewees). 
Other parents seemed not to recognise the need for reading Standard Arabic 
books to preschoolers, and hence, did not do so. One of the fathers contended 
that there is a lack of suitable Standard Arabic books (in Saudi Arabia) for 
children at the ages of four and five. 
 
The findings (in Chapter 4) indicated that television programmes were the most 
common source of exposure to Standard Arabic for the participating children in the 
preschool period. This was also confirmed by the interviews with the fathers (Chapter 
5). The current study provided empirical data to support several previous studies, which 
argued that Arabic-speaking children mainly experience Standard Arabic through 
watching television programmes (Khamis-Dakwar, 2005; Albirini, 2016). 
 
10.2.3 Attendance at preschool 
The findings showed that 45% of the children were reported to have never been enrolled 
in preschool education (Chapter 4). The percentage of children who were reported to 
have never attended preschool appeared to be higher in low socioeconomic 
neighbourhoods, for 81.6% of the children were reported to have never done so in SCS, 
which is located in a low socioeconomic area, while 62.7% of the children in WCS, 
which included students from a mix of low and medium socioeconomic backgrounds, 
were also reported to have never attended preschool (see Chapter 4). This finding lends 
support to what Bin-Duhaish (2014) pointed out, who is a former deputy minister of 
education in Saudi Arabia, that the ratio of enrolment increases in major cities and in 
neighbourhoods populated by people with higher monthly incomes. Further, the 
findings showed that the overall percentage of children who attended preschool in the 
participating schools (55%) was higher than the reported nationwide gross enrolment 
for pre-primary education in Saudi Arabia (which is 10–12%; see Chapter 1), perhaps 
because these schools are all in the capital (Riyadh). 
 
The parents (in Chapter 5) provided four main reasons for not enrolling their children in 
preschool education: 1) there were no available public preschools near their homes; 2) 
some parents could not do so for financial reasons (they could not afford private 
preschools); 3) a few claimed that it was too early for their children to attend preschool 
at the ages of four or five; and/or 4) preschool was not compulsory. The third reason is 
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consistent with what four of the participating teachers argued, that preschoolers who are 
younger than six years old cannot start learning Standard Arabic, because it is too 
difficult for them (Chapter 9). This reason is in line with previous studies arguing that 
many preschoolers usually do not learn Standard Arabic before entering the school 
system due to the notion held by some educators and parents in the Arab world that this 
variety is too difficult for preschoolers to learn (Iraqi, 1990; Ayari, 1996). The issue 
pertaining to the parents and teachers’ attitudes towards learning Standard Arabic in the 
preschool period will be further discussed in Section 10.5. 
 
10.2.4 Family factors affecting preschool language experiences 
 
The findings suggest that parental levels of education and monthly incomes affect 
children preschool language experiences (see Chapter 4). More specifically, the Chi-
square tests revealed that 1) there is a significant relationship between preschool 
exposure to Standard Arabic books and the parents’ level of education (see Section 
4.13); 2) there is also a significant relationship between attendance at preschool and the 
parents’ levels of education (see Section 4.14); and 3) there is a significant relationship 
between children’s preschool attendance and their parents’ incomes (see Section 4.14). 
This finding supports what Bin-Duhaish (2014) reported, that the ratio of enrolment in 
preschool in Saudi Arabia increases in neighbourhoods where people with higher 
monthly incomes live. 
 
The above findings are generally in agreement with the common notion that the use of 
Standard Arabic is associated with educated people (Badawi 1973; Albirini, 2016, 
among others). However, there is a lack of published empirical studies in the Arab 
world that have examined the relationship between parental backgrounds (i.e. level of 
education and income) and preschool language experiences through Standard Arabic 
books or attendance in preschool, and hence, the current study is one of very few that 
has involved investigating this issue. Worldwide, the findings discussed in this section 
are consistent with other reports in the United States. For example, Freeman (2004: 18) 
reported that in 2004, the percentage of enrolment in preschool education in the United 
States differed according to the incomes of the children’s families, i.e. three to five year 
old children whose parents had a high income were more likely to be enrolled in 
preschool than those who came from families with lower income. Similarly, in the 
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United States, Aud et al. (2013: 45) showed that in 2011, parents’ level of education 
seemed to play a role in relation to their children’s enrolment in preschool. Specifically, 
these authors found that up to 75% of the children whose parents held a bachelor’s 
degree were enrolled in preschool in 2011, while 58% of those whose parents obtained 
high school qualification and 53% whose parents had achieved less than a high school 
education were enrolled in preschool in the same year.  
 
10.3 Students’ linguistic performances and preschool language experiences 
 
The previous section has explored the types of Arabic the participating children appear 
to have experienced before attending school and linked them to the existing literature. In 
this section, I discuss how these language experiences could be related to the 
participating pupils’ oral language (listening and speaking). Specifically, in this section, 
I discuss the findings presented in Chapter 6 in order to address the second research 
question: ‘Do preschool language experiences have an influence on students’ oral 
linguistic skills in Year One? If yes, how?’. 
 
10.3.1 Productive knowledge of Standard Arabic (speaking) 
In Chapter 6, it was shown that Local Arabic was the predominant type of Arabic used 
by the majority of the participating children (N = 81 out of 96). This finding provides 
empirical data to support what Ayari (1996: 250) pointed out, that a considerable 
number of Arabic-speaking children enter school with the ability to speak only one 
variety of Arabic, namely, Local Arabic. The predominant use of this Arabic variety in 
students’ spoken discourse can be linked to the fact that this variety is the dominant and 
natural medium of communication that is used in the home before children attend 
school, as shown in Chapters 4 and 5 and as pointed out by the participating teachers 
(Chapter 9), which has also been argued in a number of previous studies (e.g. Feitelson 
et al., 1993; Ayari, 1996). 
 
A noticeable number of the participating children (41 out of 96) used only Local Arabic 
when they told their stories, which seemed to be as a result of the speaker’s low 
proficiency in Standard Arabic. Hudson (2002) points out that some Arabic speakers 
who do not master Standard Arabic (well) might not be able to carry on a fluent 
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conversation in this variety, and thus, have to switch to Local Arabic to fill in their 
competence gap or opt totally to use the latter when they speak owing to not being able 
to speak the Standard Arabic form. 
 
Using independent-samples t-tests, for the current study, the results showed that there 
was no significant difference in terms of the percentage of Standard Arabic words used 
in the stories told by the students who were reported to have been exposed to Standard 
Arabic books in the preschool period and those who were reported to have not been 
exposed to them during the same period (see Section 6.12). Likewise, the outcomes 
revealed that there was no significant difference in the percentage of Standard Arabic 
words in the stories told by students who were reported to have attended preschool and 
those who were reported not to have done so (see Section 6.13). However, these results 
are inconclusive due to the fact that the power in each of the two tests was low (less 
than 0.13; see limitations in Section 10.8), and thus, more research is needed to 
investigate this issue. 
 
10.3.2 Receptive knowledge of Standard Arabic (listening) 
As discussed in Chapter 6, the participating children listened to two stories told in 
Standard Arabic and were asked to answer 10 multiple-choice questions in order to 
explore their abilities to understand this variety (see Subsection 6.5.2). The findings 
showed that 55% of the participating students scored no more than five marks (out of 
10) in the listening comprehension tasks (Section 6.11). This finding appears to be in 
line with the interview data, in which all ten participating teachers stated that many 
Year One students do not fully understand Standard Arabic (Chapter 9). Two 
interrelated reasons seem to be behind the overall low marks in listening 
comprehension: 1) As explained in Chapter 2, Standard and Local Arabic differ widely 
in terms of phonology, vocabulary and grammar and this could have resulted in the 
difficulties many students experienced in understanding the stories in Standard Arabic; 
and 2) other findings of this study (Chapters 4 and 5) showed that Local Arabic was the 
predominant type of Arabic experienced by children before enrolment in school, while 
exposure to Standard Arabic was generally low, potentially contributing to its low level 





The findings showed that there was a noticeable difference between the scores in the 
two participating schools. Specifically, thirty students at ECS (out of 66 in this school) 
had at least seven marks out of 10, while only seven students attending SCS (out of 43) 
had higher than six marks (Chapter 6). One possible reason for this disparity in scores 
can be linked to the fact that 81.6% of the children in SCS never attended preschool (as 
reported by their parents in the questionnaires), while 64.3% of the children in ECS did 
so (as will be further discussed below). 
 
An important finding of this thesis is that preschool exposure to Standard Arabic 
through books seems to improve students’ listening comprehension (Chapter 6). Having 
performed an independent-samples t-test, the result showed that the listening 
comprehension scores of the children who were reported to have been exposed to 
Standard Arabic books in the preschool period at least once a month were significantly 
higher than those who were reported not to have been exposed to such books during this 
period (Section 6.12). The effect size of this t-test was 0.82, which suggests that the 
effect of preschool exposure to Standard Arabic books on students’ scores is strong (cf. 
Hanna and Dempster, 2016). This finding supports Iraqi’s findings (1990), in that she 
showed that exposure to Standard Arabic books before primary school had a positive 
effect on an experimental group that was exposed to this variety through books for 15–
20 minutes a day for five months during the preschool period. She reported how the 
group members improved their skills in Standard Arabic in terms of listening 
comprehension and storytelling more than the control group that did not receive such 
exposure. Similarly, the findings of Abu-Rabia (2000) revealed that students who were 
exposed to Standard Arabic in the preschool period generally did better in terms of 
reading comprehension in the language in Year One and Year Two than the control 
group who were only exposed to Local Arabic before entering the school system. 
 
The findings of the current study also suggest that enrolment in preschool appears to 
enhance children’s listening abilities in Standard Arabic. The t-test outcome showed 
that there was a significant difference in students’ listening scores between those who 
were reported to have attended preschool and those who had not done so (see Section 
6.13). The effect size of this t-test was >1.00, which is considered very strong (cf. 
Hanna and Dempster, 2016) and this indicates that the result is important. It also 
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suggests that preschool attendance seems to have a stronger effect on listening 
comprehension scores than the effect of preschool exposure to Standard Arabic books. 
The current work extends the findings of previous studies (Iraqi, 1990; Abu-Rabia, 
2000), by finding evidence that suggests that preschool attendance seems to have a 
positive effect on children’s listening comprehension in Standard Arabic. The findings 
of the current research also provide empirical data that highlight the importance of the 
preschool period in relation to language development, which is in line with previous 
studies (e.g. Montessori 1948; Owens, 2012). 
 
10.4 Language use in class  
 
In this section, I discuss the types of Arabic that were used in class by the participating 
teachers and students as well as the rationale behind the choices of language used (the 
findings presented in Chapters 7–9). The discussion in this section addresses the third 
research question: ‘What types of Arabic are used by the participating teachers and 
students in the classroom, and how are they used?’. 
 
10.4.1 Teachers’ classroom language use 
The findings presented in Chapter 7 showed that Local Arabic was predominant in the 
teachers’ spoken language in the observed lessons. The interviews also revealed that 
Local Arabic was the dominant spoken language used by the participating teachers in 
the classroom as well as by primary school teachers, in general (Chapter 9). These 
findings question the widespread presumption that Standard Arabic is the only or prime 
type of Arabic used in education in the Arab countries (cf. Bassiouney; 2009; Habash, 
2010). The findings give support to Amara’s study (1995), which showed that Standard 
Arabic was not the only language used in the classroom. 
 
Whilst Local Arabic was predominant in the teachers’ spoken language, both Arabic 
varieties were used in all the different observed lessons/modules (Chapter 7). In 
addition, the findings (presented in Chapter 7) showed that the participating teachers 
mostly used Local and Standard Arabic for different functions. As shown in Figure 
10.1, the Local Arabic that was used by the participating teachers in class was 
associated with eight functions, which can be classified under three categories: 
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explanatory functions, social and interactional functions, and regulatory functions (i.e. 
to control and manage pupils in class). Local Arabic was the only or the main variety of 
Arabic that was exclusively associated with social communication, such as joking or 
having a general conversation. The explanatory functions were mostly conducted in 
Local Arabic, although several teachers also used Standard Arabic, to a lesser degree, to 
serve the same purpose (as will be explained below). 
 
 
Figure 10.1 Functions associated with Local Arabic 
 
On the other hand, the Standard Arabic that was used in the teachers’ spoken language 
was associated with four major functions, which can be divided into three main 
categories, as shown in Figure 10.2. Content-related and religion-related functions were 
found to be almost exclusively in Standard Arabic, such as articulating academic or 
scientific terms and reciting the Qur’an. Standard Arabic was also occasionally used in 
teachers’ spoken language for explanatory functions (i.e. to interpret the meaning of 
Standard Arabic words and/or to provide exposition of some parts of the lesson, see 
Figure 10.2.). Furthermore, the findings of the current study demonstrated that writing 
(such as presenting or writing sentences/words on the whiteboard) was always in 
Standard Arabic. The observed functions are in line with what four of the participating 
teachers stated, that the language of the curriculum is the chief factor behind the use of 
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Standard Arabic in class (Chapter 9). The fact that Standard Arabic is associated with 
religion and content-related use is consistent with the literature that has shown that this 
variety is closely connected to religion (e.g. Palmer, 2007; Versteegh, 2010; Albirini, 
2016) and to literary Arabic, such as reading or quoting from books (Albirini, 2011). 
Ferguson (1959: 334) also pointed out that ‘technical terms and learned expressions’ are 
mostly found in Standard Arabic, and this is consistent with the teachers using it for 
technical or academic terms, such as the words ‘liquids, substances, vowels and 
subtraction’ (see Chapter 7). 
 
Figure 10.2 Functions associated with Standard Arabic 
 
The findings above provide empirical data against the contextual dichotomy as 
proposed by Ferguson (1959) that in particular contexts (such as in university lectures) 
speakers only use Standard Arabic, while in others only Local Arabic is used. These 
findings lend support to the model of diglossia as modified by Albirini (2011, 2016), in 
which he suggested that speakers in a diglossic situation use Standard or Local Arabic 
not because of the context per se, but rather, for different functions. As shown in this 
subsection, Standard and Local Arabic can (and most likely do) occur in the same 
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context (e.g. in educational settings), but the two varieties are mostly associated with 
different functions. 
 
The interview data uncovered the rationale behind the dominance of Local Arabic in 
teachers’ language use in class (Chapter 9). The participating teachers provided a 
number of interrelated reasons for the use of this variety in class, which were grouped 
into four categories58. 
• Reasons related to students: The fact that Year One students are in the early 
stages of learning Standard Arabic, and thus, do not (fully) understand this 
variety and/or understand more quickly in Local Arabic. These reasons explain 
why Local Arabic was mostly associated with explanatory functions (see Figure 
10.1).  
• Reasons related to society: Local Arabic is predominant in spoken discourse in 
Saudi society, and hence, both teachers and students are accustomed to this 
variety. This helps to understand why the participating teachers used Local 
Arabic for social functions, such as greetings and having a general conversation 
(see Figure 10.1). That is, these two types of communication (greeting and 
having a general conversation) are normally conducted in Local Arabic in Saudi 
society and this general language practice would seem to be carried over into the 
classroom. 
• Reasons related to teachers: Five of the participating teachers (out of 10) 
revealed that one of the reasons for using Local Arabic in class was because they 
were used to it (in contexts such as at home and with friends). Three other 
teachers stated that they had not had the necessary training to use Standard 
Arabic, while one of the teachers explained that he avoided using Standard 
Arabic because he was afraid of making mistakes (i.e. grammatical errors).  
• Reasons related to the medium of instruction: The participating teachers pointed 
out that they utilised Local Arabic to facilitate learning, help students to 
understand the lesson being explained and to communicate successfully. These 
reasons are consistent with the functions observed in teachers’ language use in 
the classroom observations (see Figure 10.1). 
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10.4.2 Students’ classroom language use 
The findings presented in Chapter 8 demonstrated that Local Arabic was predominant in 
the participating students’ spoken discourse in the observed lessons. The participating 
teachers in the interviews also reported that Local Arabic was dominant in students’ 
spoken language in class (Chapter 9). These findings are consistent with the language 
assessment data (Chapter 6) that showed that Local Arabic was predominant in the 
stories told by the majority of the participating children (81 out of 96 of the children). 
The participating teachers (in Chapter 9) provided a number of interrelated reasons to 
explain such predominance of Local Arabic in students’ language use in class. These 
reasons can be divided into four groups, as follows. 
• Reasons related to society: The ten participating teachers attributed the 
dominance of Local Arabic in the students’ spoken language in class mainly to 
the fact that this variety is the dominant type of Arabic children normally use in 
Saudi society with friends, relatives, at home, on the street and so on. These 
reasons support previous studies that showed that this Arabic variety is dominant 
in homes and in Arab societies in general, and therefore, has an influence on 
children’s language use when they enter school (e.g. Feitelson et al., 1993; 
Ayari, 1996; Abu-Rabia, 2000).  
• Reasons related to preschool language experiences: The ten participating 
teachers agreed that students’ language use in class is a product of their home 
language experiences before attending school, which is in line with the 
questionnaire data that showed that Local Arabic was the dominant type of 
Arabic that was used at home during the preschool period (see Section 4.11). 
• Reasons related to school: Four of the participating teachers argued that one of 
the factors contributing to the predominance of Local Arabic in students’ 
language use in class is that teachers mostly use that variety with students. 
• Reasons related to students: Two of the participating teachers pointed out that 
students use Local Arabic because this is the language they can use to express 
their thoughts and feelings. This reason can be linked to past studies that have 
elicited that many Arabic-speaking children enter school solely being able to 
speak Local Arabic or what Standard Arabic they do have is very limited (Iraqi, 




Despite Local Arabic being predominant in the participating students’ spoken language 
in class, the findings in Chapter 8 showed that they did also use Standard Arabic. 
However, it emerged in Chapter 8 that they used Standard and Local Arabic for 
different functions. More specifically, the participating pupils used Local Arabic for 
five major functions: 1) to ask for teachers’ permission (e.g. to go to the toilet); 2) to ask 
what to do or how to perform a task; 3) to talk to other students; 4) to engage in a 
general conversation with their teachers; and 5) to occasionally insult other students. 
These functions were found to be exclusively associated with Local Arabic. For 
instance, students never talked to each other using Standard Arabic. On the other hand, 
Standard Arabic was found to be associated with 1) content-related use, such as reading 
or using technical/scientific/academic vocabulary, and 2) religion-related purposes, such 
as reciting the Qur’an or Hadith, and for articulating religious terminologies, such as 
‘prayer’. In addition, the findings showed that writing was always in Standard Arabic in 
both participating schools. Similar to what was pointed out in the previous subsection, 
the functions of Standard and Local Arabic that were used by the children generally 
reflect the concept of diglossia, as developed by Ferguson (1959) and later modified by 
Albirini (2011), whereby speakers in a diglossic situation use Standard or Local Arabic 
not because of the context per se, but rather, to serve different functions. 
 
In comparison to the teachers’ spoken language, the findings showed that the students 
were less comfortable/dynamic in drawing on both Standard and Local Arabic in the 
lessons observed and this perhaps can be attributed to their low level of proficiency in 
Standard Arabic, as will be discussed in the next subsection. The participating teachers 
helped the students to use Standard Arabic in three main ways: 1) they explicitly asked 
their pupils to read/repeat words or sentences in Standard Arabic; 2) they would start a 
sentence in Standard Arabic and pause for a few seconds in order to encourage the 
students to complete the sentence using this variety; and 3) they asked questions for 
which the answers were expected to be in Standard Arabic because they included 




10.4.3 The use of classroom translanguaging 
The discussion above (Subsections 10.4.1 and 10.4.2) suggests that some of the goals of 
classroom translanguaging (outlined in Subsection 2.3.2) were found in the observed 
lessons in this study. Local and Standard Arabic were both used to facilitate learning 
and communication. Three of the participating teachers also revealed in the interviews 
that they supported the use of both Arabic varieties in class in order to express 
information clearly and in a way that enables students to learn easily (Section 9.6). 
 
The findings of the current study indicate that the use of Local Arabic offers educational 
advantages, such as helping students to comprehend Standard Arabic words or 
sentences and to understand the tasks assigned by the teachers (Subsection 10.4.1). 
However, three main issues were observed in relation to the use of the two language 
varieties in class, which could have prevented both teachers and students from gaining 
the maximum advantages of classroom translanguaging with respect to teaching and 
learning. First, the use of Local and Standard Arabic was found mainly in the teachers’ 
language use, whereas the utilisation of the two varieties was less frequently observed 
and less dynamically engaged with by the children. As argued by Williams (2003, cited 
in Lewis et al., 2012: 644), the concept of classroom translanguaging focuses more on 
pupils in order to maximise what they can achieve using the languages at their disposal. 
However, students’ low proficiency levels in Standard Arabic could be one of the main 
factors contributing to its infrequent use, which leads to the second issue. 
 
Second, I believe that the conditions that the teachers and students in my study were 
subject to did not help them to exploit fully the two Arabic varieties in class in relation 
to facilitating learning. The data (Chapters 6, 8 and 9) showed that the majority of the 
children did not have much knowledge of Standard Arabic, as Local Arabic was the 
predominant type of Arabic used at home and outside of school, a situation that 
inevitably led the students to draw mainly on Local Arabic in class. The level of 
proficiency seems to have an important role in the deployment of classroom 
translanguaging, as pointed out by Williams (2003, cited in Lewis et al., 2012: 644), 
who argued that classroom translanguaging is more useful for children who have 
reasonable knowledge of the two languages. The students’ low proficiency levels in 
Standard Arabic might have also influenced the teachers’ language use in my study, i.e. 
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a key reason why the teachers drew on Local Arabic more frequently than Standard 
Arabic was because the majority of the Year One students did not (fully) understand the 
latter (as indicated by the teachers in the interviews, see Chapter 9). 
 
Third, based on the observation findings (Chapters 7 and 8) and the interviews with the 
teachers (Chapter 9), the use of Local Arabic in class did not seem to be planned in 
advance and did not have clear pedagogical goals other than the general idea of assisting 
students to understand the lesson in progress. In other words, the participating teachers 
seemed to mainly focus on helping the students to understand the topic under 
explanation using Local Arabic, rather than developing their Standard Arabic language 
skills. However, the pedagogical goals of classroom translanguaging could go beyond 
simply helping students to understand, for it could help students to learn other aspects of 
learning (such as improving listening and speaking skills, as highlighted by Lewis et al., 
2012), which my data did not reveal as happening. Moreover, Local Arabic was not 
always used for educational reasons in class. As explained earlier, five of the 
participating teachers (out of 10) revealed that they used Local Arabic in class because 
they were used to it and three stated that they had not had the necessary training to use 
Standard Arabic, while one explained that he avoided using Standard Arabic because he 
was afraid of making grammatical errors. These reasons suggest that the Local Arabic 
observed in my study was not always used to promote pedagogical aims. 
 
10.4.4 Classroom language use and the diglossic situation 
Figure 10.3 synthesises the main reasons that were observed in the classroom data and 
explained by the teachers in the interviews for the predominance of Local Arabic in the 
classroom and their relation to the diglossic situation in Saudi Arabia. The figure 
illustrates how the reasons are interrelated. Specifically, it shows how Saudi Arabia is a 
diglossic society with two types of Arabic being used, Standard and Local Arabic and 
that the latter is dominant in spoken discourse. Children usually grow up using and 
being exposed to Local Arabic at home and in society in general, and thus, enter school 
with the ability to speak almost solely this Arabic variety. Therefore, children use this 
variety in class to serve different functions. Teachers also use Local Arabic for different 
functions, such as to help students understand the lesson being explained and for social 
communication. Consequently, Local Arabic becomes dominant in teachers and 
students’ spoken language in class. Hence, teachers and students’ language practices at 
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school, namely the dominant use of Local Arabic, seem to contribute in sustaining the 
predominance of this variety in spoken language use in Saudi society. In general, as 
shown in Figure 10.4, language use in class is reflective of wider language practices in 
the diglossic situation (in Saudi Arabia) and in particular the participants’ language 
practices in class mirror the fact that Local Arabic is predominant in spoken discourse 
in Saudi society, while Standard Arabic is mostly associated with literary Arabic and 
religion (as discussed in the literature). Bloome et al. (2008: 20) have rightly argued that 
the local events that occur in the classroom are part of ‘broader cultural and social 
processes’ and the findings of the current research are consistent with this view. 
 
 
Figure 10.3 The relationship between the participants’ classroom language use and the wider situation in society 
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Figure 10.4 Classroom language practices are reflective of language use in Saudi society 
 
10.5 Language attitudes towards Standard and Local Arabic 
 
In this section, I discuss language attitudes the participating teachers and parents held 
towards Standard and Local Arabic and whether or not these attitudes were reflected in 
their language practices. The discussions in this section address the fourth research 
question: ‘What language attitudes do teachers and parents hold towards Standard and 
Local Arabic? Are these attitudes reflected in their language practices?’. 
 
The majority of the participating parents and teachers appeared to have positive 
attitudes towards Standard Arabic in general. For instance, it appeared to be held in very 
high esteem by the participants, in particular, being linked to the Qur’an (Chapters 5 
and 9), which indicated the sacred status conveyed on this variety. It was also linked to 
culture and education (Chapter 9). Standard Arabic was also referred to as ‘the 
beautiful’ and ‘correct’ form of Arabic (Chapters 5 and 9). These findings are consistent 
with past studies that have demonstrated the long-established positive attitudes towards 
Standard Arabic (e.g. Haeri, 2003; Saidat, 2010; Albirini, 2016). On the other hand, a 
number of the participating teachers displayed negative attitudes towards Local Arabic 
(Chapter 9). For example, two depicted it as ‘a corrupted language’ and ‘the incorrect 
form of Arabic’, while another teacher said that using Local Arabic was ‘wrong’ 
(Chapter 9). One of the teachers also stated that Local Arabic is not the language of 
knowledge, unlike Standard Arabic. This finding is in line with previous studies (Haeri, 
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2003; Saidat, 2010; Albirini, 2016), which elicited that many Arabic speakers hold 
negative attitudes towards Local Arabic at the affective level. 
 
The majority of the teachers (nine out of 10) also expressed positive attitudes towards 
using Standard Arabic in class (Chapter 9). The teachers provided a number of reasons 
in support of doing so, such as the fact that the use of this variety is crucial for language 
development because the children will pick up on the language used by the teachers. By 
contrast, seven of the teachers (out of 10) displayed negative attitudes towards using 
Local Arabic in class, arguing that it has a detrimental impact on the learning and 
teaching of Standard Arabic (Chapter 9). Such negative attitudes reflect the common 
notion prevailing among many educators in the Arab world that Local Arabic is seen as 
a competitor to Standard Arabic and should never be used in class as it is claimed to 
hinder language learning regarding the latter (Boutros, 1982; Nazal, 1998; Alroshaid, 
2006). 
 
However, the findings showed that the participating teachers’ language attitudes 
towards language use in class were different from their language practices. Whilst nine 
of them supported the use of Standard Arabic in class and seven displayed negative 
attitudes towards using Local Arabic in class (Chapter 9), the latter was found to be 
predominant in the teachers’ spoken language in the classroom (Chapter 7). Such a 
dichotomy between teachers’ language attitudes and practices was explained by the fact 
that teachers face some difficulties in using Standard Arabic in class (Chapter 9). More 
specifically, the participating teachers provided a number of reasons for the low 
percentage of the use of Standard Arabic in class: 1) those related to students, such as 
the fact that the majority of students did not fully understand Standard Arabic; 2) those 
concerning practicality, such as the fact that they could express information in an easy 
and quicker way when using Local Arabic; 3) some teachers had not had the necessary 
training to use Standard Arabic; and 4) Local Arabic is more natural to use for particular 
functions, such as managing the class or explaining a task that the students were 
required to carry out. 
 
The questionnaire findings (in Chapter 4) revealed that the vast majority of the parents 
appeared to have positive attitudes towards learning and experiencing Standard Arabic 
in the preschool period. In fact, the questionnaires showed that 83–89% of the parents 
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(in the four participating schools) agreed that children should be exposed to Standard 
Arabic in the preschool period through books, television and/or audio materials during 
the preschool period, and that children should start learning Standard Arabic at the age 
of 4–5. The perspectives reported during the interviews with the participating fathers 
(whose children were attending SCS and ECS) were also similar to the questionnaire 
findings (Chapter 5). Likewise, six of the participating teachers (out of 10) displayed 
positive language attitudes towards learning and experiencing Standard Arabic before 
attending primary school (Chapter 9). 
 
However, the parents’ language practices were generally inconsistent with their 
language attitudes towards learning and experiencing Standard Arabic in the preschool 
period. Whilst the majority displayed positive attitudes towards learning and practising 
the language before children attend primary school, the ratio of preschool enrolment 
was generally low (Subsection 10.2.3 and Chapter 4). A number of reasons were put 
forward for this, such as the fact that there were no available public preschool places 
near the participants’ homes (see Subsection 10.2.3). Moreover, the amount of 
children’s exposure to Standard Arabic before entering school through books, audio 
materials and/or games was generally low (see Chapter 4). The interview data (Chapter 
5) uncovered a number of reasons to explain the dichotomy between the parents’ 
language attitudes towards Standard Arabic and language practices (these reasons were 
explained in Subsection 10.2.2), namely: 1) some parents could not read or their literacy 
was weak; 2) the children were not interested in having books in Standard Arabic read 
to them; and 3) some parents claimed that they were too busy to read to their children in 
the preschool period as well as others stating that this might have been due to 
negligence on their part (as indicated by the interviewees). Hence, the outcomes of the 
current study suggest that the low exposure to Standard Arabic before children enter 
primary school can be attributed to several factors (explained above) that differ from 
those discussed in the literature. That is, Ayari (1996) and Abu-Rabia (2000) claimed 
that the main reason for the low exposure to Standard Arabic in the preschool period is 
due to the common notion prevailing among the majority of educators and parents in the 
Arab world that preschoolers are not able to read or learn Standard Arabic before Year 
One and should not be exposed to this variety in the preschool period, because it is too 
difficult for them. Clearly, from the above, this runs counter to the findings of the 
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current thesis, whereby most of the parents approved the learning of Standard Arabic 
during the preschool phase. 
 
10.6 Pedagogical recommendations 
 
Based on the findings discussed above, two major recommendations for enhancing the 
teaching and learning of Standard Arabic in Saudi education are put forward. First, 
Arabic-speaking children should start learning and experiencing Standard Arabic during 
their early years rather than waiting until they are of school age (6–7 years), as previous 
studies have demonstrated the importance of the preschool period in relation to 
language development (e.g. Montessori, 1948; Owens, 2012). Specifically, the 
following are proposed here. 
 
• More provision should be made for Early Years education (nursery and 
reception). Preschool education appears to have positive effects on listening 
comprehension in relation to Standard Arabic. This is especially important in 
diglossic situations because as the findings of the current study and the literature 
indicate, Local Arabic is generally predominant in Saudi society and is the 
spoken language commonly experienced by children at home, while the practice 
of and exposure to Standard Arabic is generally limited. In preschool, there 
should be opportunities for children to engage in literacy activities in which they 
encounter and use Standard Arabic, for such activities will better equip students 
when they start mainstream school.  
• To help increase the number of children enrolling in preschool education, the 
Ministry of Education in Saudi Arabia should increase the number of public 
preschools in Riyadh and in other cities, as several parents stated that one of the 
main reasons for not enrolling their children in preschool education was that no 
available preschools were located near their homes (see Subsection 10.2.3). 
• Arabic-speaking children should be exposed to Standard Arabic books at home 
before attending primary school, as such exposure appears to have positive 
effects on students’ listening comprehension in relation to that variety. Previous 
studies (Iraqi, 1990; Abu-Rabia, 2000) have also shown that preschool exposure 
to Standard Arabic through books positively influences speaking and reading 
skills, thereby helping students when they start primary school. The Ministry of 
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Education should provide programmes to increase the reading rates among 
families and their children by creating neighbourhood reading clubs (this is just 
one possible example). Moreover, in order to encourage parents and children to 
read, educators in preschools should give the children assignments, such as 
reading homework for which they should read or be read to on a daily basis 
using suitable Standard Arabic books that are designed for young preschoolers. 
Many preschools in the United Kingdom already do this. There should also be 
government-funded programmes to encourage children to engage in literacy 
activities using digital platforms, such as iPad and iPhone applications/games. 
 
Second, classroom translanguaging as a pedagogical principle should be employed in 
Saudi education. Educational change always involves a change in not just teaching 
practices, but also often in policy which involves power and political decision-making. 
Educational change also normally takes time. Therefore, the long-term and multi-level 
nature of involvement should be taken into account when making any policy 
recommendation regarding classroom language use. Translanguaging as a pedagogical 
strategy, in my view, primarily helps students to understand the content under 
explanation and facilitates communication between students and teachers. One of the 
key issues that emerged from the findings of the current study is that the majority of the 
children appeared to have difficulties in understanding the subject content presented in 
Standard Arabic, due to the predominance of Local Arabic in society. If the goal of the 
teachers and students is to comprehend the knowledge content (e.g. multiplication or a 
science concept, such as the state of matter), a practical strategy would be to allow 
students to draw on any linguistic resources they have access to in order to enable them 
to engage with their teachers about the content. Moreover, the teachers could also 
follow the students’ use of language to check the students’ understanding. When the 
teachers feel that the students have understood the meaning of the content expressed in 
Local Arabic, they could then introduce more formal uses of Arabic to help students to 
increase their linguistic repertoire. By conducting classroom conversation in this way 
between teachers and students, there is a better chance that the children will 
comprehend the meaning of the content, and hence, this could potentially help in 
improving educational achievement. Moreover, there should be pre- and in-service 
training courses that help teachers and educators to learn the potential educational 
advantages of classroom translanguaging, such as enhancing understanding of the 
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lesson being explained, and the ways in which such a strategy could be employed in a 
planned and developmental manner in order to strengthen the learning process. Teacher 
development in relation to this is important, because teachers should play an active role 
with regards to language policy recommendations. Teachers should be aware that 
translanguaging as an educational strategy should be utilised in a planned way and 
employed purposefully in relation to learning and teaching; otherwise, the introduction 
of translanguaging might become counterproductive. For example, teachers should not 
use Local Arabic just because they find it comfortable or easy to use without any clear 
pedagogical advantage or because they lack knowledge of Standard Arabic. An example 
of a planned way of using classroom translanguaging would be to prepare activities that 
require students to use both Standard and Local Arabic in order to promote learning. For 
instance, students could use factual information heard in Standard Arabic and explain 
the same meaning in Local Arabic (or the other way around) in order to deepen 
understanding. 
 
10.7 Contributions to knowledge 
 
As explained in Chapter 2, Al-Issa (2009), who is the current minister of education in 
Saudi Arabia (in 2016), states that in Saudi Arabia, educational attainment is notably 
low in Standard Arabic modules and that performance in this language variety is 
generally poor at all educational levels. Al-Issa (2009) notes that one of the main issues 
that needs to be focussed on in relation to enhancing the quality of education in Saudi 
Arabia is on teaching Standard Arabic. There are a number of possible factors 
contributing to students’ low educational attainment in the language, including the 
curricula and teachers. The current study is one of the few empirical studies that have 
shed light on one of the presumed factors that affects both teachers and students in 
Saudi Arabia, namely, the diglossic situation. The current study has involved exploring 
how the local language practices in the diglossic situation can impact on learning 
Standard Arabic in the early years of education. This thesis has provided a number of 
pedagogical recommendations to enhance the teaching and learning of Standard Arabic. 
 
The area of language diversity in relation to education in the Arab world is under-
researched (Amara, 1995; Maamouri, 1998; Khamis-Dakwar, 2005; see Chapter 2). 
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This is especially true in Saudi Arabia, for which there are no published empirical 
studies that have examined this area prior to the writing of this thesis. The current study 
comprises the first empirical research that has examined the influence of local school 
and family language practices in a diglossic context on the learning of Standard Arabic 
in Saudi Arabia. More specifically, the current thesis has provided empirical data that 
have helped uncover classroom language use in two Saudi primary schools (regarding 
both teachers and students’ language use in class) as well as the rationale behind the 
language use observed (Chapters 7-9). The findings have shown that Local Arabic was 
the predominant spoken language in class in the two participating schools, which 
contradicts the common assumption that Standard Arabic is the only or main language 
used in the classroom in the Arab world (including Saudi Arabia). Secondly, for this 
study, preschool language experiences and practices in a Saudi context have been 
explored as well as parents’ views about language use and the coexistence of Standard 
and Local Arabic (Chapters 4 and 5). This thesis builds on previous studies that were 
conducted in a Palestinian context by investigating preschool exposure to Standard 
Arabic books before attending primary school (Iraqi, 1990; Abu-Rabia, 2000) as well as 
exploring preschool exposure to that language through television, audio materials, 
and/or games, which were not investigated in those previous studies. Thirdly, the 
current study is one of the few studies that have investigated family factors that may 
have an influence on preschool language experiences in the Saudi context, namely, 
parental levels of education and monthly incomes. Fourthly, this thesis has examined 
the relationship between preschool language experiences and students’ oral linguistic 
skills in Year One in a Saudi context (Chapter 6), which build on previous studies that 
were conducted in a Palestinian context (Iraqi, 1990; Abu-Rabia, 2000). 
 
At the theoretical level, the current study has provided empirical evidence against the 
contextual dichotomy as suggested by Ferguson (1959), which reflects the static nature 
of his model, and in particular the fact that ‘in one set of situations only H [Standard 
Arabic] is appropriate and in another only L [Local Arabic], with the two sets 
overlapping only very slightly’ (p. 328; see Subsection 2.2.2). The current thesis has 
provided empirical data that uphold the modification made by Albirini (2011, 2016), in 
which he suggests that Arabic speakers use Standard or Local Arabic not because of the 
context per se, but rather for different social and pragmatic functions. Such a 
modification, as proposed by Albirini (2011, 2016), transcends the static nature of 
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Ferguson’s model (1959) because it is flexible and acknowledges the dynamic nature of 
language use. Based on this adjustment, Standard and Local Arabic can (and likely do) 
occur in the same context (e.g. in the classroom) and in the same conversation, but 
mostly for different functions. Moreover, this thesis has provided empirical data that 
extends the concept of translanguaging to cover different varieties of the same language, 
such as in Arabic, in which Arabic speakers can draw on both Arabic varieties in the 
same conversation to facilitate communication and make sense. In sum, my findings 
indicate that the use of classroom translanguaging as a pedagogical strategy has 
potential advantages in relation to teaching and learning. In any case, my findings 
suggest that the reality is that classroom translanguaging (i.e. drawing on both Arabic 
varieties) is going on in classrooms in Saudi Arabia, and hence, should be 
acknowledged by educationalists and incorporated into teaching strategies aimed at 
promoting language acquisition. 
 
10.8 Limitations and directions for future research 
 
This study has three main limitations that should be taken into account, as follows. 
 
1. The participating teachers and children were all male. The reason for this is that the 
education system in Saudi Arabia uses single-sex education: female and male 
pupils attend separate schools, and the available schools for this study were only 
male ones. 
2. In relation to the quantitative findings (chi-square tests and t-tests that were 
presented in Chapters 4 and 6, respectively), the participants were not randomly 
selected so as to ensure that they were representative of the target population (i.e. 
Year One male students in Riyadh). However, as explained in Chapter 3, the 
strategy that I used to select the participating schools was ‘purposive sampling’ 
(Cohen et al., 2007: 110; Bryman, 2012: 418), where the participants are not 
selected on a random basis, but rather, for particular reasons. 
3. The statistical power59 was low (less than 0.13) in each of the two t-tests examining 
the difference in students’ performance in speaking with regards to their preschool 
                                                
59
 Statistical ‘power is the probability of detecting a statistical result when there are in fact differences 
between groups or relationships between variables’ (Larson-Hall, 2015: 157). Statistical power is related 
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exposure to Standard Arabic books and attendance at preschool (Chapter 6; 
Sections 6.12 and 6.13), which was due to the sample size. In any future study, the 
sample size should be much larger, should cover different parts of the country and 
ideally there should be more fine-grained analysis of the classroom and assessment 
data, which will help to overcome any statistical power issues. 
 
As pointed out earlier, there is a lack of empirical studies examining the influence of the 
coexistence of Standard and Local Arabic on education (Amara, 1995; Maamouri, 1998; 
Khamis-Dakwar, 2005). While the current study has explored the influence of the 
diglossic situation on early years of education in a Saudi context, future research should 
be conducted to investigate the effect of this situation on learning Standard Arabic as 
well as on classroom language use in different Arab countries as well as for different 
educational levels (e.g. middle and high schools). In addition, my research has led me to 
identify a key area that requires future research in relation to classroom language use in 
the diglossic situation; investigation will be required into the extent to which teachers’ 
language choices (i.e. the use of Standard or Local Arabic, or a mix of both in class) 
influences educational achievements because there is a lack of empirical studies on this 
area of inquiry (Albirini, 2016). In other words, future research should investigate 
whether or not there is a difference in educational attainment in the Arab world between 
pupils whose teachers are using predominantly Standard Arabic, predominantly Local 
Arabic, or who are drawing on both varieties for pedagogical purposes so as to facilitate 
learning (i.e. adopting a classroom translanguaging perspective).  
                                                                                                                                          
to Type II errors (Murphy et al., 2014: 6), which occur in statistical hypothesis testing when a researcher 
concludes that the null hypothesis is true (i.e. to say that there is no significant difference between the two 
groups), while in fact the alternative hypothesis is true (i.e. there is a significant difference between the 
groups in the population; Murphy et al., 2014: 6). In order to avoid making a type II error, the power of 
the test should be sufficient. Murphy et al. (2014: 22) state that there appears to be a consensus that the 
acceptable power should be no less than 0.50, but some claim it should be at least 0.80. A power at 0.50 
means that ‘only 50% chance that a true effect will be detected’ (Larson-Hall, 2015: 157). The power in 
both the second and fourth t-tests that were conducted in this study was low (less than 0.13), and thus, the 
results of these two tests are inconclusive and further studies are needed to examine the same issues that 
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Appendix 1 Linguistic description of Standard and Local Arabic 
A comparison of Standard Arabic with any existing Local Arabic dialects will display 
lexical, phonological and syntactical differences (Ferguson, 1959; Maamouri, 1998). In 
order to provide a general background about the nature of the difference between 
Standard and Local Arabic, a set of differences is briefly described in Table 1.     
 
Table 1. Linguistic differences between Standard and Local Arabic (based on Maamouri’s work, 1998) 
 Standard Arabic Local Arabic 
Grammar 
Very inflectional, which includes case 




1. Alrijal thahabo [men left] 
 
نﺑھذ ءﺎﺳﻧﻟا 
2. Alnisa thahabn [women left] 
 
ﺎﺑھذ نﻼﺟرﻟا 
3. Alrajolan thahaba [the two men left] 
 
The word ‘thahab’ [went] ended with case 
ending (o and n) for gender (thahabo for male 
and thahabn for femal) and for number 
(thahaba) to indicate that two people left. 
Inflections and case endings are mostly 





albanat raho [girls left] 
 
اوﺣار لﺎﺟرﻟا 
alrijal raho [men left] 
 
In both examples, the word ‘raho’ 
[left] were used for both men and 
women without any case ending for 
gender 
Grammar 
All ‘grammatical functions are marked by an 
inflectional system of vocalic representation 
consisting of short vowels’ (or diacritics) and 
long vowels (Maamouri, 1998: 34). Examples 
for the short vowels: 
Most of the functional vocalic 
representation has been lost in most of 
the Local Arabic dialects. For 
example, the word Mohammad has the 
same shape in almost every sentence 
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 ‘Some languages distinguish only between singular and plural numbers [such as English], whereas 
others mark in addition to these a dual, for two referents’. Standard Arabic ‘is a language of the latter 
type; it has singular, plural, and dual numbers’ (Embick, 2015: 36). For example, dual forms for the noun 
‘rajol’ (man): rajol (one man), rajolan (two men) and rijal (men). 
 
 ُلﺟرﻟا بھذ 
1. Thahaba alrajolo [the man left] 
 
 َلﺟرﻟا تﯾأر 
2. Ra’et alrajola [I saw the man] 
 ِلﺟرﻟا ﻰﻠﻋ تﻣﻠﺳ 
3. Sal’lamto ala alrajoli [I said hi to the man] 
 
In the above examples, the word ‘alrajol’ [the 
man] ended with different short vowels. In 
the first it ended with (o) because the word 
was a subject, while in the second ended with 
(a) because it was an object. In the third 
example, the word ended with (e) because it 




‘There are morphological distinctions of 
number (singular, dual1 and plural) and 
gender (masculine and feminine)’ 
(Maamouri, 1998: 34). For example, Standard 
Arabic has a morphological distinction for 
singular, two persons (masculine), two 
persons (feminine), plural (masculine), and 
plural (feminine). 
The dual forms have mostly 
disappeared from all local dialects. For 
example, Saudi and Egyptian 
colloquial have mainly two 
morphological distinctions for singular 
and plural, while the morphological 
distinction for two persons has been 
lost. 
Phonology 
The phonological system of Standard Arabic 
is comprised of 28 consonant letters, 3 long 
and 3 short vowels. 
Several sounds do not exist in Local 
Arabic, or pronounced differently. For 
example: 
ق /g/ is pronounced differently in 
different dialects. 





Standard Arabic is normally the form of writing in Arabic while Local Arabic is not 
typically used in writing except for informal means of wiring such as text messages and 
so on (Albirini, 2016). The writing system of Standard Arabic depends mainly on 
consonant letters, whereas the three short vowels, which are equivalent to (o, a, e), are 
invisible in the words and ‘easily filled in by skilled readers’ depending on the context 
(Hayes-Harb, 2006: 322). For instance, although the word ktb has one apparent shape in 
Arabic, it has different invisible short vowels, depending on what part of speech it is. 
dialects. 
ذ /ð/ converted into /z/ or /d/ in some 
dialects 
ج /dʒ/ converted into /ˈʒ/ in some 
dialects 
Lexicon 
Standard Arabic has a rich vocabulary 
 
Most of the vocabulary are taken from 
Standard Arabic but often pronounced 
differently. It is flexible in terms of 
adopting words from other languages 
or coining new words, unlike Standard 
Arabic. 
Lexicon 
There are a number of words that do not exist in Local Arabic and vice versa. For 
example, technical terms mostly exist only in Standard Arabic. 
Pronunciation 
Although there are a great number of words in common between Standard and Local 
Arabic, almost all of these words can be pronounced differently due to phonological or 
grammatical differences. i.e. the same word can be pronounced differently depending 
on whether it is in a Standard or Local Arabic context. That can be explained in two 
main reasons: 
1. Some letters (sounds) are pronounced differently in Standard and Local Arabic such 
as ق /g/ (see phonology above). 
2. Short vowels (diacritics) in Standard Arabic are more complex and used 
systematically in all Standard Arabic words, while they are far less complex in Local 
Arabic. Similarly, all ‘grammatical functions are marked by an inflectional system of 
vocalic representation consisting of short vowels’ ( Maamouri, 1998: 34), whereas they 
rarely exist in Local Arabic. This leads to the fact that the majority of Arabic words are 
usually pronounced differently in Standard and Local Arabic. 
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The word ktb can be an active verb kataba (to write), a passive verb koteba (to be 
written), or a noun kotob (books). So the short vowels of the Arabic word ktb can be 
known from the position of the word in the sentence; if the word ktb is in a position 
where it should be a verb, then it must be pronounced and read as a verb: kataba. It can 
be concluded that there is a considerable linguistic distance between Standard and Local 



















A questionnaire about children’s preschool language experiences  
 
 
- We appreciate you taking a few minutes to fill out this questionnaire to help us shed the light on some 
issues related to learning Standard Arabic in the preschool period. 
 
- The following questions should be answered by one of the child’s parents. These questions are about the 
types of Arabic varieties your child experienced at the ages of 4 and 5 (before school). Please note that this 
questionnaire does not aim to assess your child’s ability but rather aim to explore the reality in Saudi 
society. Thus, please answer the questions as accurate as possible to help the study understand some issues 
related to child language development. 
 
Section One: Background information about the child and the parents  
 
Please choose (by putting ✓) one of the following options (or fill out the blanks where necessary). 
 
- Who is filling out this questionnaire? 
 ο The child's father      ο The child’s mother      ο Other (please specify)………………… 
 
- The child’s Age:........ 
 
1. Nationality: ο Saudi    ο Other (please specify)…………   
 
2. How many children do you have? …………….. 
 
3. What is the occupation of the child’s father? ……………………………… 
 
4. What is the occupation of the child’s mother? ……………………………… 
 
5. What is the father’s age? 
ο 20-25       ο 26-30       ο 31-35        ο 36-40         ο 41-50            ο 51-60     ο 60 or older 
 
6. What is the mother’s age? 
ο 20-25       ο 26-30       ο 31-35        ο 36-40         ο 41-50            ο 51-60     ο 60 or older 
 
7. What is the current education level of the child’s father? 
ο None   ο Primary    ο Secondary      ο High school       ο Bachelor’s      ο Master’s         ο PhD  other……. 
 
8. What is the current education level of the child's mother? 
ο None   ο  Primary    ο Secondary      ο High school       ο Bachelor’s      ο Master’s        ο PhD  other……. 
 
9. What is the child’s family monthly average household income in Saudi riyal?  
ο Less than 5000   ο 5000 to less than 10,000   ο 10,000 to less than 15,000  ο 15,000 to less than 25,000 ο More than 25,000 
 
10. Did the child meant in this questionnaire attend a preschool? 
ο Never attended preschool    ο Only nursery     ο Only reception     ο Both nursery and reception  






















Section Two: Preschool language experiences  
 
All of the following statements represent the situation of the father’s or mother’s child when he/she was at the 
age of 4-5 (before school) . e.g. ‘I used to buy books for my child when she/he was at the age of 4-5’: this means 
that either the father’s or mother’s child used to buy books for him/her at the age of 4 or 5. 
 
You should choose (by putting ✓) one of the options (expect when you see select all that apply in which you can 




11. When my child was between the ages of 4 and 5, I used to buy Standard Arabic books for him/her 
ο Regularly               ο Sometimes              ο Rarely                 ο Never 
 
12. The first time I bought Standard Arabic books for my child was when he/she was at the age of 
ο 3 years old   ο 4 years old  ο 5 years old    ο In Year One  ο Never bought Standard Arabic books for the child 
 
13. What is the approximate number of Standard Arabic books that you bought for your child when 
he/she was between the ages of 4 and 5 (before school)? 
ο 1-3           ο 4-6          ο 7-9      ο  10 or more         ο None          ο Other (please specify)……... 
 
14. What types of books did you buy for your child between the ages of 4 and 5? (Select all that apply) 
ο Storybooks in Standard Arabic      ο Children magazines in Standard Arabic   
ο Educational books for teaching letters, numbers, and colours, etc.  
ο Never bought Standard Arabic books for my child at this age        ο Other (please specify)……… 
 
15. I used to borrow Standard Arabic books from the library for my child when he/she was at the age of 4-5 
ο Regularly               ο Sometimes              ο Rarely                 ο Never at this age 
 
16. What is the approximate number of Standard Arabic books that you borrowed from the library for 
your child when he/she was at the age of 4-5? 
ο 1-3           ο 4-6          ο 7-9      ο  10 or more         ο None          ο Other (please specify)……... 
 
17. Did you read Standard Arabic books to your child when he/she was at the age of 4-5?   ο Yes    ο No 
 
18. What types of Standard Arabic books did you read to your child at the age of 4-5? (Select all that apply) 
ο Storybooks in Standard Arabic      ο Children magazines in Standard Arabic 
ο Educational books for teaching letters, numbers, and colours, etc.  
ο Never read Standard Arabic books to my child at this age    ο Other (please specify)…………………… 
 
19. How often did you read Standard Arabic books to your child at the age of 4-5? 
ο Everyday or almost everyday         ο Once or twice a week         ο Once or twice a month 
ο Never or almost never       ο Other (please specify)……………… 
 
20. What is the average time for each day did you use to read Standard Arabic books to your child at the age of 4-5? 
ο 5 minutes or less   ο 10 minutes or less   ο 15-20 minutes   ο ½ hour  ο 1 hour  ο 2 hours or more ο Other…… 
 
21. When I was reading to my child at the age of 4-5, I: 
ο read only in Standard Arabic  ο read in Standard Arabic and used Local Arabic to explain what I read   
ο used the pictures of the book and told a story in Local Arabic ο never read for my child at this age 
 
22. Did the child use to read Standard Arabic books by himself/herself at the age of 4-5?   ο Yes    ο No 
 
23. My child liked reading Standard Arabic books before school (at the age of 4-5) 
ο Strongly agree                ο Agree                ο Neutral            ο Disagree                    ο Strongly disagree 
 
24. My child liked having books read to him/her in Standard Arabic at the age of 4-5 
ο Strongly agree                ο Agree                ο Neutral            ο Disagree                    ο Strongly disagree 
 








25. My child used to read Standard Arabic books by himself/herself when he/she was at the age of 4-5 
ο Everyday or almost everyday         ο Once or twice a week         ο Once or twice a month 
ο Never or almost never       ο Other (please specify)……………… 
 
26. What is the average time for each day did the child use to spend on reading Standard Arabic books by 
himself/herself at the age of 4-5? 
-5 minutes or less   -10 minutes or less   -15-20 minutes   -½ hour  -1 hour  - 2 hours or more  - Other………. 
 
B. Watching television 
 
27. My child used to watch television programmes broadcast in Standard Arabic between the ages of 4 and 5 
ο Everyday or almost everyday   ο Once or twice a week      ο Once or twice a month     ο Never or almost never       
ο Other (please specify)……………… 
 
28. What is the average time for each day did the child use to watch Standard Arabic television 
programmes before school (between the ages of 4 and 5)? 
ο 5 minutes or less  ο10 minutes or less  ο 15-20 minutes   ο ½ hour  ο 1 hour  ο 2 hours or more  ο Other…. 
 
29. Which of the following did your child use to watch between the ages of 4 and 5 (select all that apply) 
ο Children animation in Standard Arabic  ο Educational programmes for teaching letters, numbers, and colours, etc. 
ο Songs in Standard Arabic ο Songs in Local Arabic  ο Programmes produced in both Standard and Local Arabic   
ο My child did not watch Standard Arabic programmes at this age   ο Other (please specify)……………….. 
 
30. My child liked watching Standard Arabic television programmes when he/she was at the age of 4-5 
ο Strongly agree                ο Agree                ο Neutral            ο Disagree                    ο Strongly disagree 
 
C. Audio materials 
 
31. I used to buy Standard Arabic audio materials (e.g. CDs, cassettes) for my child when he/she was 
between the ages of 4 and 5 
ο Regularly               ο Sometimes              ο Rarely                 ο Never 
 
32. Which types of audio materials did you buy for your child at the age of 4-5? (Select all that apply) 
ο Children Standard Arabic stories ο Educational CDs for learning sounds and letters ο Standard Arabic songs 
ο Songs in Local Arabic ο CDs produced in both Standard and Local Arabic  ο The Qur’an 
ο Never bought Standard audio material in this period  ο Other (please specify)……………. 
 
33. My child used to listen to Standard audio material at the age of 4-5 
ο Everyday or almost everyday         ο Once or twice a week         ο Once or twice a month 
ο Never or almost never       ο Other (please specify)……………… 
 
34. What is the average time for each day did your child listen to Standard Arabic audio material at the age of 4 
or 5? 
ο 5 minutes or less  ο10 minutes or less   ο 15-20 minutes   ο ½ hour  ο 1 hour  ο 2 hours or more ο Other…... 
 
35. Which of the following did your child use to listen to at the age 4-5? (Select all that apply) 
ο Children Standard Arabic stories ο Educational CDs for learning sounds and letters ο Standard Arabic songs 
ο Songs in Local Arabic ο CDs produced in both Standard and Local Arabic  ο The Qur’an 
ο Never bought Standard audio material in this period  ο Other (please specify)……………. 
 
36. My child liked listening to Standard Arabic audio material at the age of 4-5 




37. I used to buy games for my child at the age of 4-5 containing (select all that apply) 
ο Standard Arabic    ο Local Arabic      ο Standard and Local Arabic in the same game     ο English    
ο Never bought such games for my child at this age 
 
 








38. My child used to play with games containing Standard Arabic at the age of 4-5 
ο Everyday or almost everyday    ο Once or twice a week     ο Once or twice a month     ο Never or almost never       
 
39. What is the average time for each day did your child use to play with games containing Standard 
Arabic at the age of 4-5? 
ο 5 minutes or less   ο 10 minutes or less   ο 15-20 minutes   ο ½ hour  ο 1 hour  ο 2 hours or more  
ο Never played with such games at this age 
 
E. Talking with parents/caregivers 
 
40. I used to speak with my child before school (when he/she was at the age of 4-5) in  
-Local Arabic only   - Local Arabic and some Standard words  - Standard and Local Arabic in an equal way   
- Standard Arabic only    - Other (please specify)……………….. 
 
F. Parents’ opinions towards learning and experiencing Standard Arabic before school 
 
41. Children should start learning Standard Arabic at the age of 4-5 
ο Strongly Agree          ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
42. Children should read Standard Arabic books at the age of 4-5 
ο Strongly Agree         ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
43. Parents should read Standard Arabic books to their children at the age of 4-5  
ο Strongly Agree         ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
    
44. Children are able to read Standard Arabic books at the age of 4-5 
ο Strongly Agree         ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
45. Children should listen to Standard Arabic audio materials at the age of 4-5 
ο Strongly Agree        ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
46. Children should watch television programmes broadcast in Standard Arabic at the age of 4-5 
ο Strongly Agree        ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
47. Parents should talk to their children in Standard Arabic at the age of 4-5 
ο Strongly Agree        ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
 






















A questionnaire about children’s preschool language experiences – name of school 
 
 
- We appreciate you taking a few minutes to fill out this questionnaire to help us shed the light on some 
issues related to learning Standard Arabic in the preschool period. 
 
- The following questions should be answered by one of the child’s parents. These questions are about the 
types of Arabic varieties your child experienced at the ages of 4 and 5 (before school). Please note that this 
questionnaire does not aim to assess your child’s ability but rather aim to explore the reality in Saudi 
society. Thus, please answer the questions as accurate as possible to help the study understand some issues 
related to child language development. 
 
Section One: Background information about the child and the parents  
 
Please choose (by putting ✓) one of the following options (or fill out the blanks where necessary). 
 
- Who is filling out this questionnaire? 
 ο The child's father      ο The child’s mother      ο Other (please specify)………………… 
 
- The child’s name meant for this questionnaire:……………………………..Sex:…... Age:........ 
 
1. Nationality: ο Saudi    ο Other (please specify)…………   
 
2. How many children do you have? …………….. 
 
3. What is the occupation of the child’s father? ……………………………… 
 
4. What is the occupation of the child’s mother? ……………………………… 
 
5. What is the father’s age? 
ο 20-25       ο 26-30       ο 31-35        ο 36-40         ο 41-50            ο 51-60     ο 60 or older 
 
6. What is the mother’s age? 
ο 20-25       ο 26-30       ο 31-35        ο 36-40         ο 41-50            ο 51-60     ο 60 or older 
 
7. What is the current education level of the child’s father? 
ο None    ο Primary    ο Secondary      ο High school       ο Bachelor’s      ο Master’s         ο PhD  other……. 
 
8. What is the current education level of the child's mother? 
ο None    ο  Primary    ο Secondary      ο High school       ο Bachelor’s      ο Master’s        ο PhD  other……. 
 
9. What is the child’s family monthly average household income in Saudi riyal?  
ο Less than 5000   ο 5000 to less than 10,000   ο 10,000 to less than 15,000  ο 15,000 to less than 25,000 ο More than 25,000 
 
10. Did the child meant in this questionnaire attend a preschool? 
ο Never attended preschool    ο Only nursery     ο Only reception     ο Both nursery and reception   
ο Other (please specify)……… 
 
 


















Section Two: Preschool language experiences  
 
All of the following statements represent the situation of the father’s or mother’s child when he/she was at the 
age of 4-5 (before school) . e.g. ‘I used to buy books for my child when she/he was at the age of 4-5’: this means 
that either the father’s or mother’s child used to buy books for him/her at the age of 4 or 5. 
 
You should choose (by putting ✓) one of the options (expect when you see select all that apply in which you can 




11. When my child was between the ages of 4 and 5, I used to buy Standard Arabic books for him/her 
ο Regularly               ο Sometimes              ο Rarely                 ο Never 
 
12. The first time I bought Standard Arabic books for my child was when he/she was at the age of 
ο 3 years old   ο 4 years old  ο 5 years old    ο In Year One  ο Never bought Standard Arabic books for the child 
 
13. What is the approximate number of Standard Arabic books that you bought for your child when 
he/she was between the ages of 4 and 5 (before school)? 
ο 1-3           ο 4-6          ο 7-9      ο  10 or more         ο None          ο Other (please specify)……... 
 
14. What types of books did you buy for your child between the ages of 4 and 5? (Select all that apply) 
ο Storybooks in Standard Arabic      ο Children magazines in Standard Arabic   
ο Educational books for teaching letters, numbers, and colours, etc.  
ο Never bought Standard Arabic books for my child at this age        ο Other (please specify)……… 
 
15. I used to borrow Standard Arabic books from the library for my child when he/she was at the age of 4-5 
ο Regularly               ο Sometimes              ο Rarely                 ο Never at this age 
 
16. What is the approximate number of Standard Arabic books that you borrowed from the library for 
your child when he/she was at the age of 4-5? 
ο 1-3           ο 4-6          ο 7-9      ο  10 or more         ο None          ο Other (please specify)……... 
 
17. Did you read Standard Arabic books to your child when he/she was at the age of 4-5?   ο Yes    ο No 
 
18. What types of Standard Arabic books did you read to your child at the age of 4-5? (Select all that apply) 
ο Storybooks in Standard Arabic      ο Children magazines in Standard Arabic 
ο Educational books for teaching letters, numbers, and colours, etc.  
ο Never read Standard Arabic books to my child at this age    ο Other (please specify)…………………… 
 
19. How often did you read Standard Arabic books to your child at the age of 4-5? 
ο Everyday or almost everyday         ο Once or twice a week         ο Once or twice a month 
ο Never or almost never       ο Other (please specify)……………… 
 
20. What is the average time for each day did you use to read Standard Arabic books to your child at the age of 4-5? 
ο 5 minutes or less   ο 10 minutes or less   ο 15-20 minutes   ο ½ hour  ο 1 hour  ο 2 hours or more ο Other…… 
 
21. When I was reading to my child at the age of 4-5, I: 
ο read only in Standard Arabic  ο read in Standard Arabic and used Local Arabic to explain what I read   
ο used the pictures of the book and told a story in Local Arabic ο never read for my child at this age 
 
22. Did the child use to read Standard Arabic books by himself/herself at the age of 4-5?   ο Yes    ο No 
 
23. My child liked reading Standard Arabic books before school (at the age of 4-5) 
ο Strongly agree                ο Agree                ο Neutral            ο Disagree                    ο Strongly disagree 
 
24. My child liked having books read to him/her in Standard Arabic at the age of 4-5 
ο Strongly agree                ο Agree                ο Neutral            ο Disagree                    ο Strongly disagree 
 








25. My child used to read Standard Arabic books by himself/herself when he/she was at the age of 4-5 
ο Everyday or almost everyday         ο Once or twice a week         ο Once or twice a month 
ο Never or almost never       ο Other (please specify)……………… 
 
26. What is the average time for each day did the child use to spend on reading Standard Arabic books by 
himself/herself at the age of 4-5? 
-5 minutes or less   -10 minutes or less   -15-20 minutes   -½ hour  -1 hour  - 2 hours or more  - Other………. 
 
B. Watching television 
 
27. My child used to watch television programmes broadcast in Standard Arabic between the ages of 4 and 5 
ο Everyday or almost everyday   ο Once or twice a week      ο Once or twice a month     ο Never or almost never       
ο Other (please specify)……………… 
 
28. What is the average time for each day did the child use to watch Standard Arabic television 
programmes before school (between the ages of 4 and 5)? 
ο 5 minutes or less  ο10 minutes or less  ο 15-20 minutes   ο ½ hour  ο 1 hour  ο 2 hours or more  ο Other…. 
 
29. Which of the following did your child use to watch between the ages of 4 and 5 (select all that apply) 
ο Children animation in Standard Arabic  ο Educational programmes for teaching letters, numbers, and colours, etc. 
ο Songs in Standard Arabic ο Songs in Local Arabic  ο Programmes produced in both Standard and Local Arabic   
ο My child did not watch Standard Arabic programmes at this age   ο Other (please specify)……………….. 
 
30. My child liked watching Standard Arabic television programmes when he/she was at the age of 4-5 
ο Strongly agree                ο Agree                ο Neutral            ο Disagree                    ο Strongly disagree 
 
C. Audio materials 
 
31. I used to buy Standard Arabic audio materials (e.g. CDs, cassettes) for my child when he/she was 
between the ages of 4 and 5 
ο Regularly               ο Sometimes              ο Rarely                 ο Never 
 
32. Which types of audio materials did you buy for your child at the age of 4-5? (Select all that apply) 
ο Children Standard Arabic stories ο Educational CDs for learning sounds and letters ο Standard Arabic songs 
ο Songs in Local Arabic ο CDs produced in both Standard and Local Arabic  ο The Qur’an 
ο Never bought Standard audio material in this period  ο Other (please specify)……………. 
 
33. My child used to listen to Standard audio material at the age of 4-5 
ο Everyday or almost everyday         ο Once or twice a week         ο Once or twice a month 
ο Never or almost never       ο Other (please specify)……………… 
 
34. What is the average time for each day did your child listen to Standard Arabic audio material at the age of 4 
or 5? 
ο 5 minutes or less  ο10 minutes or less   ο 15-20 minutes   ο ½ hour  ο 1 hour  ο 2 hours or more ο Other…... 
 
35. Which of the following did your child use to listen to at the age 4-5? (Select all that apply) 
ο Children Standard Arabic stories ο Educational CDs for learning sounds and letters ο Standard Arabic songs 
ο Songs in Local Arabic ο CDs produced in both Standard and Local Arabic  ο The Qur’an 
ο Never bought Standard audio material in this period  ο Other (please specify)……………. 
 
36. My child liked listening to Standard Arabic audio material at the age of 4-5 




37. I used to buy games for my child at the age of 4-5 containing (select all that apply) 
ο Standard Arabic    ο Local Arabic      ο Standard and Local Arabic in the same game     ο English    
ο Never bought such games for my child at this age 
 
 







38. My child used to play with games containing Standard Arabic at the age of 4-5 
ο Everyday or almost everyday    ο Once or twice a week     ο Once or twice a month     ο Never or almost never       
 
39. What is the average time for each day did your child use to play with games containing Standard 
Arabic at the age of 4-5? 
ο 5 minutes or less   ο 10 minutes or less   ο 15-20 minutes   ο ½ hour  ο 1 hour  ο 2 hours or more  
ο Never played with such games at this age 
 
E. Talking with parents/caregivers 
 
40. I used to speak with my child before school (when he/she was at the age of 4-5) in  
-Local Arabic only   - Local Arabic and some Standard words  - Standard and Local Arabic in an equal way   
- Standard Arabic only    - Other (please specify)……………….. 
 
F. Parents’ opinions towards learning and experiencing Standard Arabic before school 
 
41. Children should start learning Standard Arabic at the age of 4-5 
ο Strongly Agree          ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
42. Children should read Standard Arabic books at the age of 4-5 
ο Strongly Agree         ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
43. Parents should read Standard Arabic books to their children at the age of 4-5  
ο Strongly Agree         ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
    
44. Children are able to read Standard Arabic books at the age of 4-5 
ο Strongly Agree         ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
45. Children should listen to Standard Arabic audio materials at the age of 4-5 
ο Strongly Agree        ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
46. Children should watch television programmes broadcast in Standard Arabic at the age of 4-5 
ο Strongly Agree        ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
47. Parents should talk to their children in Standard Arabic at the age of 4-5 
ο Strongly Agree        ο Agree                       ο Neutral            ο Disagree                      ο Strongly disagree 
 
 




Appendix 4 The main interview schedule with the teachers 
Interview 1 
 
1. From your experience as a primary school teacher, what are the types of Arabic that primary 
school teachers usually use in teaching in Year One and why? 
2. What type/s of Arabic do you usually use in class and why? 
3. Do you think that Standard Arabic should be used as the medium of instruction in teaching in 
Year One and why? 
4. Do you think that primary school teachers have had the necessary training to use Standard 
Arabic when teaching? 
5. What type/s of Arabic do Year One pupils use when they communicate with the teacher and 
why? 
6. What type/s of Arabic do Year One pupils use when they communicate with each other and 
why? 
7. Are Year One pupils given the opportunity to use Standard Arabic in class? 
8. Do Year One pupils understand Standard Arabic?  
9. Do you think that using Local Arabic in class is a positive or negative aspect in relation to 





1. How long have you been teaching in primary schools? 
2. What was the subject of your bachelor degree?  
3. From the observation, I noticed that you usually talk to the students in (the language the 
teacher used according to the observation notes). Could you please explain why? 
4. From the observation as well, I saw that students usually use Local Arabic. In your opinion, 
why they used this type of Arabic in class?  
5. In what ways do you think children’s home language experience influence pupils when they 
start learning Standard Arabic in Year One? 
6. Do you think that the coexistence of Standard and Local in Arabic influences learning 
Standard Arabic in Year One and how?  
7. Do you think preschool children would be able to read and write in Standard Arabic if they 
had the chance to do so? 





Appendix 5 Examples of the field notes from the fathers 
Example 1. Field note from Rashid’s father (Mr Ali) – translated into English 
 
Time: 4 pm, date: 20/4/2014, location: Café near the participant’s home 
 
The participating family lives in south Riyadh in a home that is close to the primary 
school that their child attends (less than 5 minutes on foot). Similar to the other 
participants in this neighbourhood, the houses in the area are old, very modest and with 
poor quality. The street that leads to the participant’s house is noticeably narrow, barely 
fits one car, and the cars in the area are old. The father (Mr Ali) did not have a car so I 
arranged to pick him up from his house and to go to a café near the area. 
 
The family is from Jazan (south of Saudi Arabia). Mr Ali was very friendly and open to 
any questions but he said that he is not confortable with recordings. During having our 
coffees, we talked about the child and his family. Mr Ali told me that he has 8 children 
and he is 54 years old. When I asked him about his job he said that he is retired law 
enforcement and his monthly salary is around 2000 Saudi riyals (£335). He told me that 
he retired many years ago and there is a story behind his retirement. More that 20 years 
ago, he had a car accident that resulted in a long-term disability (he only could walk 
with two walking sticks), and thus, he retired. With respect to the child’s mother, the 
father said that she is 34 years old and is a housewife. The father told me that both the 
father and mother have not attended any type of education and they could not write or 
read. I asked him ‘can you tell me how the questionnaire was filled?’ and he replied that 
the child’s sister, who is 17 years old, is the one who completed the questionnaire, that 
she read the questions and options to her mother, and then the latter (the mother) gave 
the answers verbally to be written down. 
 
Mr Ali told me that his son never attended preschool. I asked him why, and he said that 
there was not available preschool near his house. The father also said that his son was 
never bought any Standard Arabic books in the preschool period. He also said that 
neither himself nor his wife borrowed such books from the library to their son. When I 
asked him to explain why, he said that because they (the son’s father and mother) could 
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not read. The father added that their son also never read such books by himself before 
attending primary school. 
 
The father said that when his son was at the ages of 4 and 5, he used to watch Standard 
Arabic animated cartoon on a daily basis, spending around one hour every day on 
watching such programmes. He stated that his child loved such programmes and used to 
watch SpaceToon channel, which broadcast in Standard Arabic. The father said that his 
child also loved watching Tom and Jerry (in English). 
 
The father reported that his child never listened to audio materials in Standard Arabic or 
played with games containing this variety when he was at the ages of 4 and 5 (before 
attending school). I asked him to explain why and he said that his son was not interested 
in these activities and that he preferred to watch television or play with his PlayStation. 
Mr Ali said that his child used to spend no less than one hour everyday playing with 
PlayStation in the preschool period.  
 
When I asked the father about the types of Arabic used at home when Rashid was at the 
age of 4 and 5, he said that the family was using only their local dialect, which was 
Jazani. When I asked him why, he said that each family in Saudi Arabia talks to their 
children in their own dialect and, according to the father, no one talks to their children 
in Standard Arabic.  
 
Mr Ali said that he supports the fact that children should learn Standard Arabic at the 
age of 4 and 5 and be exposed to this variety through books, audio materials and 
television. He also said that parents should use Standard Arabic with their children 
along with Local Arabic in the preschool period in order to get children used to the 
language of the Qur’an. However, in his case, the father said that he and his wife could 
not read to their children or talk to them in this variety because they lacked knowledge 








Example 2. Field note from Amir’s father (Mr Hamid) – translated into English 
 
Time: 4:30 pm, date: 14/4/2014, location: at the participating family’s home 
 
The participating family lives in east Riyadh in a home that is quite far from the primary 
school that their child attends (around 15 minutes by car). The houses in the 
neighbourhood are quite modern and large. 
 
The father (Mr Hamid) received me with a warm welcome. We sat in the living room 
and the father was preparing the traditional Arabic coffee and dates (sweet brown fruit). 
Two of his children were present during the interview (Amir who was in Year One and 
a 3-year-old child). The young one was watching television (an animated cartoon on 
MBC 3 in Standard Arabic). Mr Hamid was not comfortable with recordings to be 
made. 
 
The father told me that he came originally from Palestine but he spoke with me in the 
Riyadh dialect (like a native speaker) and wore the Saudi transitional cloths. He said 
that he is 47 years old and has been in Riyadh for more than 30 years. He was a 
bachelor’s graduate from a Saudi university and his first degree was in English 
language. He currently works as a freelancer and receives a monthly income of 9000 
Saudi riyals (£1,500). The father told me that Amir’s mother is 42 years old and 
obtained a bachelor’s degree, though she is currently a housewife. Mr Hamid told me 
that he has 6 children. I asked the father why he enrolled his son in the ECS, whilst 
there were schools closer to his home. He explained that he did so because Mr 
Mohammad (the teacher who is currently responsible for teaching the students at ECS) 
is extremely good. The father said that his older son also used to be taught by Mr 
Mohammad. I asked him ‘why do you think Mr is good?’, and the father said because 
he is very experienced, tolerant, commitment to teaching, has a good reputation and 
children love him. He also added that Mr Mohammad does not only teach students how 
to read and write but also how to write neatly. 
 
Mr Hamid said that his son did not attend preschool. I asked him why and he stated that 
it is not compulsory. Moreover, the father said that he remembered buying 3 Standard 
Arabic books for his son before primary school (two stories and one educational book 
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for learning letters and numbers), while he stated that he never borrowed any such 
books from the library in the preschool period. He said that the child’s mother read to 
him Standard Arabic storybooks twice a month in the preschool period for around 30 
minutes each day the mother did so. I asked him whether the child understood the 
Standard Arabic stories and he said that his mother used to explain what she was 
reading because the child did not fully understand. Mr Hamid added that his son 
enjoyed been read to by his mother. The father added that his son never read Standard 
Arabic books by himself before attending school. 
 
The father said that his son used to watch Standard Arabic animated cartoons on a daily 
basis in the preschool period for no less than 2 hours a day. Mr Hamid stated that his 
son started watching such programmes at the age of two or three years old. The father 
asked the child about the names of the programmes he watched and he said that he liked 
watching SpongeBob. I asked about the language used in this programme and the father 
said it is produced in Standard Arabic. The father also said that his child used to watch 
programmes in English, such as Tom and Jerry. The father added that his son also loved 
watching Toyor Al Jannah channel, which produces songs in Local Arabic. 
 
The father said that he sometimes bought audio materials in Standard Arabic, such as 
songs and the Qur’an. He said that his son occasionally listened to such materials (once 
a week) and mostly in the car. He said that his son usually liked listening to songs in 
Local Arabic more than Standard Arabic materials. The father also said that when his 
son was at the age of four and five, he used to play with games that contained Standard 
Arabic. I asked the father to provide me with examples and he said that, his son used to 
play with kids’ laptops (that contain the alphabet and numbers as well as parts of the 
Qur’an), once a week for up to on hour in the preschool period. 
 
Mr Hamid said that only Local Arabic was used at home. I asked him why and he 
explained that this variety is the normal one to be used at home and even if he tried to 
use Standard Arabic, children would not understand. 
 
The father said that children should learn the basics of Standard Arabic (such as letters 
and numbers) at the age of 4 and 5 and should be exposed to Standard Arabic though 
audio materials and television at this age. However, he said that preschoolers should not 
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read Standard Arabic books because memorising things (such as letters and parts of the 
Qur’an) is more important and useful at this age. I asked him why and he said that 
because reading is too difficult for preschoolers, whereas children can easily memorise 
things unlike adults. Mr Hamid said that parents should not use Standard Arabic with 
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 6 T وﷲ ﺑﺻﻔﺔ ﻋﺎﻣﺔ اﻟﻣرﺣﻠﺔ اﻻﺑﺗداﺋﯾﺔ ﺣواﻟﻲ ﺧﻣﺳﺔ وﻋﺷرﯾن ﺳﻧﺔ 
 7 R ﻣﺎ ﺷﺎء ﷲ.. وﻓﻲ اﻷول..
 8 T ﻓﻲ اﻟﺻف اﻷول ﻟﻲ اﻵن ﺣول ﺣدﻋﺷر ﺳﻧﺔ
 9 R ﻣﺎ ﺷﺎء ﷲ.. وﻣﺎ ھو ﺗﺧﺻﺻك ﻓﻲ ﻣرﺣﻠﺔ اﻟﺟﺎﻣﻌﺔ؟
 01 T ﺗﺧرﺟت ﻣن اﻟﺟﺎﻣﻌﺔ ﺑﻛﺎﻟورﯾوس ﺗرﺑﯾﺔ إﺳﻼﻣﯾﺔ 
 11 R ﷲ ﺗﺑﺎرك ﷲ.. طﯾب اﻵن ودي أﺳﺄﻟك ﺑﻌض اﻷﺳﺋﻠﺔ ﯾﻌﻧﻲ ﻣن ﺧﻼل ﻣﺷﺎھدﺗﻲ ﻟك ﻓﻲ اﻟﻔﺻل ﻣﺎ ﺷﺎء
 21  أﻧﺎ ﺣﺿرت ﻓﻲ اﻟﻔﺻل وﺷﺎھدت ﯾﻌﻧﻲ ﻟﻐﺔ اﻟطﻼب وﻟﻐﺔ اﻟﻣﻌﻠم وﻓﯾﮫ ﺑﻌض اﻷﺳﺋﻠﺔ ودي ﯾﻌﻧﻲ ﺗﻌطﯾﻧﻲ 
 31  راﯾك ﻓﯾﮭﺎ أو اﻷﺳﺑﺎب وﻛذا..
 41 T ﺗﻔﺿل
 51 R أﻧﺎ ﯾﻌﻧﻲ ﻻﺣظﺗك إﻧك ﻣﺎ ﺷﺎء ﷲ ﺗﺳﺗﺧدم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ.. ﻣزﯾﺞ ﻣن اﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ واﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ 
 61  ﻓﻲ ﺗواﺻﻠك ﻣﻊ اﻟطﻼب وﺷرح اﻟﻣﻌﻠوﻣﺎت ﻣﺎ ھو اﻟﺳﺑب ﻓﻲ اﺧﺗﯾﺎرك ھذﯾن اﻟﻠﮭﺟﺗﯾن أو اﻟﻠﻐﺗﯾن؟
 71 T وﷲ ال ﺑﺣﯾث إﻧﺎ ﻧوازي اﻟﻠﻲ ﯾﻌﻧﻲ آ اﻟطﻠﺑﺔ أﻧت ﻋﺎرف ﻋﻧدﻧﺎ ﯾﻌﻧﻲ أﻧواع ﻣﺧﺗﻠﻔﺔ ﺷوي ﻓﺂ ﻧﻌطﻲ ﻣن 
 81  ھﻧﺎ ﺟزء وﻣن ھﻧﺎ ﺟزء ﻧوﺻل ﻟﮭم اﻟﻣﻌﻠوﻣﺔ ﺑﺎ ﺑﺎﻟطرﯾﻘﺗﯾن.. ﯾﻌﻧﻲ ﻣﺛﻼ اﻟطﻼب ﻣن ﺟﻧﺳﯾﺎت ﺛﺎﻧﯾﺔ
 91  اﻟﻠﮭﺟﺔ اﻟﻘرﯾﺑﺔﻣﺛﻼ ﻣﮭوب ﺳﻌودﯾﯾن أو ﻣﺛﻼ ﻣﮭوب ﻣﻧطﻘﺔ اﻟرﯾﺎض ﺧﺎرج اﻟرﯾﺎض ﻓﻧﺟﯾب ﻟﮭم 
 02  ﻟﮭم.. وأﻣﺎ ال آ ﺟﺎﯾﯾﻧﺎ ﻣﺛﻼ آآ اﻷﺧوان اﻟﻣﻘﯾﻣﯾن وﻛذا ﻓﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﺗوﺻل ﻟﮭم اﻟﻣﻌﻠوﻣﺔ
 12  أﻛﺛر.. وآ ﻣﺛل ﻣﺎ ﻗﻠت ﻟك اﻟﻌﺎﻣﯾﺔ ھﻲ أﻗرب ﻟﻠطﻼب وأﺳﮭل ﻟﮭم ﻟذﻟك ﻧﺣﺎول ﻧﺳﺗﺧدﻣﮭﺎ أﻛﺛر
 22 R طﯾب ﯾﻌﻧﻲ أﻧت ﺗرى ﯾﻌﻧﻲ إن اﺳﺗﺧدام اﻟﻠﮭﺟﺗﯾن ھذي أو اﻟﻠﻐﺗﯾن ﺿرورة أو ﺑﺈﻣﻛﺎن اﻟﻣﻌﻠم أن ﯾﻌﺗﻣد ﻋﻠﻰ 
 32  اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ؟
 42 T .. وﷲ ﻣﮭﯾب آآ ﺿرورة ﻟﻛن اﻧك أﻧت ﻟك ھدف واﺣد إﻧك ﺗوﺻل اﻟﻣﻌﻠوﻣﺔ ﺑﺄي طرﯾﻘﺔ ﯾﻌﻧﻲ
 52  دﻓﻧﺎ ﺳواء ﻛذا أو ﻛذا واﻷﻗرب ﻟﻠطﺎﻟب ھذا أھم ﺷﻲ ھ
 62 R طﯾب أﯾﺿﺎ أﻧﺎ ﻓﻲ ﺧﻼل ﻣن ﺧﻼل ﺗواﺟدي ﻣﻌﻛم ﻓﻲ اﻟﻔﺻل وﺟدت إن ﯾﻌﻧﻲ ﻟﻐﺔ اﻟطﻼب ﻓﻲ اﻟﺗواﺻل 
 72  ﻣﻊ ﺑﻌﺿﮭم ﺣﺗﻰ ﻓﻲ اﻷﺳﺋﻠﺔ ﻟك أو اﻻﺳﺗﺋذان ﯾﺳﺗﺧدﻣون اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ ﻓﻘط ﻟﻣﺎذا؟
 82 T اﻟﺑﯾت وﻛذاوﷲ آآ ﯾﻌﻧﻲ ھذا ﺻراﺣﺔ ﺻﻌﺑﺔ ﺷوي ﻟﻛن طﺑﯾﻌﺗﮭم داﺋﻣﺎ ھم ﯾﻘﺿون ﻣﺛﻼ ﻓﻲ ال آ 
 92  و ف ھذا ﻛﻠﮭم ﻣﺗﻌودﯾن ﻋﻠﻰ اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ ﻓﺻﻌﺑﺔ إﻧك ﻣﺛﻼ ﺗﺣﺻﻠﮭم ﻓﻲ ال آ ﻓﺻل وﻛذا
 03  ﯾﺑﻲ ﻟﮭم وﻗت ﻟﯾن ﯾﺗدارﻛون 
 13 R طﯾب اﻵن ودي أﺳﺄﻟك ﻋن ﺑﻌض اﻷﺳﺋﻠﺔ اﻟﻠﻲ ﻟﮭﺎ ﻋﻼﻗﺔ ﺑﺎزدواﺟﯾﺔ اﻟﻠﻐﺔ وھﻲ ﻣﺛل ﻣﺎ ﺷرﺣت
 23  ﻟك وﺟود اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ واﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ 
 33 T ﻧﻌم
 43 R ﺳﻧوات  ٥إﻟﻰ  ٤أﻧت ﻓﻲ رأﯾك.. أو ﻗﺑل ذﻟك ﻣﺎ ﻣدى ﺗﺄﺛﯾر ﻟﻐﺔ اﻟطﺎﻟب ﻓﻲ اﻟﺑﯾت ﻗﺑل اﻟﻣدرﺳﺔ ﻓﻲ ﻋﻣر 
 53  ﻋﻠﻰ اﻟطﻼب ﻋﻧد اﻟﺑدء ﺑﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻓﻲ اﻟﺻف اﻷول.. ﯾﻌﻧﻲ ﻟﻐﺔ اﻟﻣﻧزل اﻵن ﻣن ﻋﻣر
 63  ﺳﻧوات ﺛم ﯾﺟﻲ ﯾﺑدأ اﻟﻣدرﺳﺔ ﻣﺎ ھو ھذا اﻟﺗﺄﺛﯾر وﻣﺎ ھﻲ اﻷﺷﯾﺎء اﻟﺗﻲ ﯾﻣﻛن أن ﺗؤﺛر ﻋﻠﯾﮫ  ٥إﻟﻰ  ٤
 73  ﻟﻐﺔ اﻟﻣﻧزل؟
 83 T وﷲ ﻟﻐﺔ اﻟﻣﻧزل طﺑﻌﺎ ﺗﺄﺛر ﻋﻠﯾﮫ ﺗﺄﺛﯾر ﻷﻧﮫ ﻓﻲ اﻟﺑﯾت ﻋﺎﻣﯾﺔ وﻓﻲ اﻷﻗرﺑﺎء ﻋﺎﻣﯾﺔ وﻓﻲ اﻟﺷﺎرع وﻓﻲ
 93  ﻟﻠﻣدرﺳﺔ وﺧﺎﺻﺔ اﻟﺻف اﻷول وﺗﺟﻲ وﺗﻌطﯾﮫ اﻟﻠﻐﺔھذا ﻛﻠﮭم ﻣﺗﻌودﯾن ﻋﻠﻰ اﻟﻌﺎﻣﯾﺔ.. ﻓﻠﻣﺎ ﯾﺟﻲ 
 04  اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ھﻧﺎ ﻣﻣﻛن ﺗﺳﺑب ﻟﮫ ﺻدﻣﺔ ردة ﻓﻌل ﺑﺣﯾث إﻧﮫ ﻓﯾﮫ أﺷﯾﺎء ﻣﺎ ﯾﻲ ﯾﻔﮭﻣﮭﺎ ﻣﺛﻼ
 14  أو ﻣﺎ ﺗوﻗﻌﮭﺎ ﻣﺳﻣﯾﺎﺗﮭﺎ ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ وﻛذا وﻛذا ﻟذﻟك ﯾﻌﻧﻲ ﻓﯾﮭﺎ ﺷوي ﻟﯾن ﯾﺗﻌدا اﻟﻣر اﻟﺻف
 24  ﯾﺑدا ﻓﻲ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﯾﮫاﻷول اﻟﺛﺎﻧﻲ وﺑﻌدﯾن 
 34 R ﻣﺎ ﻣدى ھذا اﻟﺗﺄﺛﯾر ھل ھو ﻛﺑﯾر؟
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 44 T طﺑﻌﺎ ﻛﺑﯾر أﻧت ﻣﺛﻼ ﻟو ﺗﺟﯾب طﺎﻟب زي ﻣﺎ ﺗﻔﺿﻠت ﻟﮫ خ ﺳت ﺳﻧوات ﻓﻲ ﺑﯾﺗﮭم ﻣﺗﻌود ﻋﻠﻰ ﻟﻐﺔ
 54  وﻓﻲ اﻟﺷﺎرع ﻓﻲ اﻟﺳوق وﻛذا وﺗﺟﻲ ﺗﻌطﯾﮫ ﻟﻐﺔ ﻋرﺑﯾﺔ ﻓﺻﺣﻰ ﯾﺣس إﻧﮭﺎ ﻛﺑﯾرة ﻋﻠﯾﮫ ﺻﻌوﺑﺔ
 64  ﺷوي.. ﻟذﻟك ﺑﻌض اﻷﺣﯾﺎن ھذي ﺗﺳﺑب ﻟﮫ ردة ﻓﻌل ﺑﺣﯾث إﻧﮫ ﻣﺎ ﻋﺎد ﯾﺟﻲ اﻟﻣدرﺳﺔ ﯾﻘول 
 74  أﻧﺎ ﻣﺎ أﻓﮭم أو ﻛذا ﻓﺄﻧت ﺗﺣﺎول ﺗﺟﯾب اﻟﺷﻲ اﻟﺳﮭل اﻟﻣﯾﺳر ﺑﺄﺑﺳط اﻟﺣﻠول 
 84 R طﯾب ﺑﺎﻟﻧﺳﺑﺔ ﻟﻠﻐﺔ اﻟطﻼب ﻓﻲ ﺑداﯾﺔ اﻟﻌﺎم اﻟدراﺳﻲ أوﻟﻰ اﺑﺗداﺋﻲ ﯾﻌﻧﻲ أول أﺳﺑوع.. ﻟﻐﺗﮭم أول ﻓﻲ 
 94  أﺳﺑوع ﻣﺛﻠﮭﺎ.. ھل ﺗﺗﻐﯾر ﻋن اﻟﻔﺻل اﻟدراﺳﻲ اﻟﺛﺎﻧﻲ؟أول 
 05 T طﺑﻌﺎ طﺑﻌﺎ ﻻ ﺑد ﯾﻌﻧﻲ ﻣﺛﻼ آ ﻓﻲ أول أﺳﺑوع ﻟﻐﺔ ﻋرﺑﯾﺔ آآ ﻟﻐﺔ ﻋﺎﻣﯾﺔ ﻣﻊ اﻟﺗدرﯾﺟﯾﺎ وﺷوي وإدﺧﺎل ﻛﻠﻣﺎت
 15  ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ أو ﻣﺳﻣﯾﺎت وآ وس ﺳؤاﻟﮭم ﻋن ﺑﻌض اﻷﺷﯾﺎء ﺑﻠﻐﺗﮭم وأﻧت ﺗﻌﻠﻣﮭم ﺑﺎﻟﻠﻐﺔ
 25  ﻧﮭﺎﯾﺔ اﻟﺳﻧﺔ ﻟﻐﺗﮭم ﺗﺧﺗﻠف ﻋن ﻟﻐﺔ أول ﻣﺎ ﺟﺎﻧﺎ ﯾﺗﻐﯾر ﺗﻐﯾﯾر اﻟﻔﺻﺣﻰ ﯾﻌﻧﻲ ﺧﻼل اﻟﺳﻧﺔاﻟﻌرﺑﯾﺔ 
 35  ﺣواﻟﻲ ﺳﺑﻌﯾن ﻓﻲ اﻟﻣﯾﺔ ﻣن ﻟﻐﺗﮭم
 45 R أﻧت ﻓﻲ رأﯾك اﻟﺷﺧﺻﻲ اﻵن ھل ﺗظن ﺑﺄن اﻻزدواﺟﯾﺔ اﻟﻠﻐوﯾﺔ ﻓﻲ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ وﺟود اﻟﻌﺎﻣﯾﺔ واﻟﻠﻐﺔ 
 55  اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ؟اﻟﻔﺻﺣﻰ ﻟﮭﺎ ﺗﺄﺛﯾر ﻋﻠﻰ اﻟطﻼب ﻋﻧد ﺗﻌﻠم 
 65 T وﷲ ﺷف ﻣﺎ ﻓﯾﮫ ذاك اﻟﺗﻐﯾﯾر 
 75 R ﺗﻘﺻﯾد اﻟﺗﺄﺛﯾر
 85 T ﻷ اﻟﺗﻐﯾﯾر ﺑﯾن اﻟﻔﺻﺣﻰ واﻟﻌﺎﻣﯾﺔ.. اﻵن اﻟﺷﻌر اﻟﻠﻲ ﯾﺳﻣوﻧﮫ اﻟﺷﻌر اﻟﻧﺑطﻲ واﻟﺷﻌر اﻟﻌرﺑﻲ اﻟﻔﺻﯾﺢ
 95  ﺷويإذا ﺟﯾت ﻟﮭﺎ ﻛﻠﮭﺎ ﺗﻔﺳﯾرھﺎ ﺗﻠﻘﺎھﺎ زي ﺑﻌض ﻟﻛن ﻟﻐﺔ ﻣﯾﺳرة وﺳﮭﻠﺔ وھذا ﻧﻔس اﻟﺷﻲ ﯾﻌﻧﻲ ﻓﯾﮭﺎ 
 06  ﺗﻛﻠف وﻻ ﯾﺄﺛر 
 16 R اﻟﻠﻲ ﻓﯾﮭﺎ ﺗﻛﻠف اﻟﻠﻲ ھﻲ إﯾش؟
 26 T اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻓﯾﮭﺎ ﺗﻛﻠف ﺷوي وﻓﯾﮭﺎ ﻻزم ﺗﺧرﺟﮭﺎ ﺑﻣﺧرﺟﺎﺗﮭﺎ اﻟﺻﺣﯾﺣﺔ وﻛذا وﻛذا ﻓﯾﮭﺎ
 36  ﺷوي ﺻﻌوﺑﺔ ﻟﻛن ﺳﺑﺣﺎن ﷲ ﻣن آآآ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ ھذي ﻣﯾزﺗﮭﺎ إﻧﮭﺎ ﺗﺎﺧذ ﻣﺟﺎﻻت ﻛﺛﯾرة
 46 R طﯾب أﻧت ھل ﺗظن ﺑﺄن اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ ھﻲ ﯾﻌﻧﻲ ﺧطﺄ أو ﻓﺳﺎد ﻟﻐوي أو ﯾﻌﻧﻲ ﻟﮭﺟﺔ ﺻﺣﯾﺣﺔ ﻣﺎ 
 56  ﻓﯾﮭﺎ أﺧطﺎء؟
 66 T ﻻ ﻻ ﻟﮭﺟﺔ ﯾﻌﻧﻲ ﺗﻘرﯾﺑﺎ  آآ ﺻﺣﯾﺣﺔ ﻣﺎ ﻓﯾﮭﺎ ﺷﻲ ﻛل ﻣﺳﻣﯾﺎﺗﮭﺎ أو ﻛل ﻛﻼﻣك اﻟﻠﻲ ﺗﻘوﻟﮫ ﻛﻠﮫ راﺟﻊ
 76   ﻣﺑﺳطﺔ ﺷوي ﻣﺎ ﻓﯾﮭﺎ ﺗﻛﻠف ﻣﺎ ﻓﯾﮭﺎ ﺗﻛﻠفﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ ﻣﺎ ﺗﺟﯾب أﻧت ﻟﻐﺔ ﺛﺎﻧﯾﺔ ﻟﻐﺔ ﻋرﺑﯾﺔ ﺑس إﻧﮭﺎ 
 86 R طﯾب اﻵن ﺗﻘرﯾﺑﺎ ﯾﻌﻧﻲ وﺻﻠﻧﺎ إﻟﻰ ﻧﮭﺎﯾﺔ اﻷﺳﺋﻠﺔ.. أرﯾد أن أﺳﺄﻟك ﻋن ﻟﻐﺔ اﻟطﻼب ﻓﻲ ﻣرﺣﻠﺔ ﻣﺎ ﻗﺑل 
 96  اﻟﻣرﺣﻠﺔ اﻻﺑﺗداﺋﯾﺔ ﻓﻲ اﻟﻔﺗرة ھذي أﻧت ﻓﻲ رأﯾك اﻟﺷﺧﺻﻲ ﻣن ﺧﻼل ﺧﺑرﺗك ھل ﺗظن ﺑﺄن طﻼب ﻣرﺣﻠﺔ
 07  ﺳﻧوات؟  ٥إﻟﻰ  ٤ﻣﺎ ﻗﺑل اﻻﺑﺗداﺋﯾﺔ ﻟدﯾﮭم اﻟﻘدرة ﻋﻠﻰ اﻟﻘراءة وال ﻓﻲ ﻋﻣر ﯾﻌﻧﻲ 
 17 T اﻟﻘراءة
 27 R اﯾﮫ اﻟﻘراءة ﻣﮭﺎرة اﻟﻘراءة ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ ﻓﻲ ھذا اﻷﻣر
 37 T ... وﷲ.. وﷲ ھذي ﻓﯾﮭﺎ ﺻﻌوﺑﺔ ﻟﻛﻧﮭم ﯾﻣﻛن ﯾﺣﻔظون ﺻﺢ أﻗول ﻟك ﯾﺣﻔظون زي ﻣﺛﻼ اﻵﯾﺎت
 47  ﻣﺎ أﻧت ﻋﺎرف ﻟﻐﺔ ﻋرﺑﯾﺔ ﻓﺻﺣﻰ ﯾﺣﻔظون اﻟﻘرآن وﯾﻧطﻘوﻧﮭﺎ ﻧطق ﺻﺢ ﻟﻛن كاﻟﻘرآﻧﯾﺔ زي 
 57  ﻗراءة ھم ﯾﺗﮭﺟوﻧﮭﺎ ﯾﻌﻧﻲ آ أت أﻋﺗﻘد إن ﻓﯾﮭﺎ ﺻﻌوﺑﺔ ﺷوي ﻟﻛن ﺑﺎﻟﻧﺳﺑﺔ ﻟﺣﻔظ اﻟﻘرآن ﺗﺣﺻل 
 67  طﻼب ﻣﺛﻼ ﻓﻲ أو طﺎﻟﺑﺎت ﻓﻲ اﻟﺻف اﻟرا ﻓﻲ ﺳن أرﺑﻊ ﺳﻧوات أو ﺧﻣس ﺳﻧوات ﺣﺎﻓظﯾن ﻟك
 77  ﻣن ﺧﻼل وﺳﺎﺋل اﻵ آآ اﻟرادو أو اﻟﻣﺳﺟل أو اﻟﺟواﻻت ھذي ﺗﺣﺻل ﯾﻌﻧﻲ اﻟﻘرآن ﻣﺎ ﺷﺎء ﷲ 
 87  ﺣﺎﻓظﯾن اﻟﻘرآن زي ﻣﺎ ﺷﻣﺳﮫ ﻣﺎ ھو ﻣوﺟود ف )اﻟﻘﺻص( 
 97 R ھل ھذا اﻷﻣر ﯾﻧطﺑق ﻋﻠﻰ اﻟﻛﺗﺎﺑﺔ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ؟ واﻻ اﻟﻛﺗﺎﺑﺔ ﺗﻛون أﺳﮭل؟ 
 08 T ﻷ اﻟﻛﺗﺎﺑﺔ ﻓﯾﮭﺎ ﺻﻌوﺑﺔ ﺷوي ﻋﻠﯾﮫ
 18 R اﯾﮫ ﻧﻔس ال آ..
 28 T اﯾﮫ.. ﻟﻛن أﻧت ﻋﺎرف ﻣﺎ ﺷﺎء ﷲ اﻟطﺎﻟب اﻟﺻﻐﯾر ﯾﺣﻔظ 
 38 R اﯾﮫ
 48 T ﯾﺣﻔظ اﻟطﺎﻟب اﻟﺻﻐﯾر ﯾﻌﻧﻲ ﻟو ﻣﺛﻼ ﺟﯾت ﻓﻲ ﺑﯾﺋﺔ أھﻠﮭم اﻷم واﻷﺑو ﯾﺗﻛﻠﻣون اﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ
 58  داﺋﻣﺎ ﺗﺟد اﻟطﺎﻟب ھذا ﻧﻔس اﻟﺷﻲ ﯾﺗﻛﻠم ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ اﯾﮫ.. ﻟﻛن ك ﻛﺗﺎﺑﺔ أو ﯾﺗدارك ذا
 68  ﻓﯾﮭﺎ آآ ﺻﻌوﺑﺔ ﺷوي.. ﯾﻌﻧﻲ ﻓﯾﮫ أﻣﺛﻠﺔ ﻛﺛﯾرة ﻓﯾﮫ ﺑﻌض اﻟﻣﺳﻠﺳﻼت اﻟﻠﻲ ﺗﺟﯾك ﺑﺎﻟﻠﻐﺔ ﯾﻣﻛن
 78  اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ وﯾﺗﺎﺑﻌوﻧﮭﺎ ذا اﻟﺻﻐﺎر اﻟﺳن وﻛذا ﺗﺟدھم ﯾﺟدون اﻟﻛﻼم ﻓﯾﮭﺎ ﻻك ﺑﻌض
 88  اﻷﺣﯾﺎن ﻣﺎ ﯾدرون وش اﻟﻠﻲ ﯾﻘوﻟون ﻓﯾﮭﺎ ﯾﺟدون اﻟﻛﻼم ﻟﻛن وش اﻟﻠﻲ ﯾﺣﻔظوﻧﮭﺎ زي اﻟﺣﻔظ
 98 R ﯾﻌﻧﻲ ﻋﻠﻰ طﺎري اﻷھل إﻧﮭم ﯾﺗﻛﻠﻣون ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻓﯾﮫ ﻋﻧدك طﺎﻟب اﺳﻣﮫ )اﺳم(طﯾب 
 09 T ﻧﻌم
 19 R ﯾﻣﻛن ﻟدﯾﮫ اﻟﺧﺑرة ھذي.. ﯾﻌﻧﻲ ھل ھو ﯾﺗﻛﻠم ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ؟
 29 T اﯾﮫ ھذا ﻷﻧﮫ ﻣن ﺟﻧﺳﯾﺔ ﻏﯾر ﺳﻌودﯾﺔ ﻣن ﺟﻧﺳﯾﺔ ﺑﻧﻐﻼدﯾش ف ﺑداﯾﺗﮫ ﯾﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ
 39  ﺗﻌﻠﻣﮭﺎ أﺑوه ﻓﻲ اﻟﺑﯾت اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ زي ﻣﺎ ﻓﻲ ﺟﺎﻣﻌﺔ اﻹﻣﺎم وﻛذا ﻣﻌﮭد زي ﻣﺎ
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 49  اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ ف ھذا ﺗﺄﺛﯾر ال اﻟﺑﯾت ﻋﻠﻰ اﻟطﺎﻟب ﺗﺟده ﯾﻌﻧﻲ ﻟﻛن ﺧﻼل ﺑداﯾﺔ اﻟﺳﻧﺔ اﻟطﺎﻟب ھذا
 59  ﺑداﯾﺔ اﻟﺳﻧﺔ ﻓﯾﮫ ﺻﻌوﺑﺔ ﺗﻔﺎھم ﻣﻊ زﻣﻼه ﻷﻧﮫ ھو ﯾﺗﺣدث ﻟﻐﺔ ﻋرﺑﯾﺔ ﻣﺛﻼ ﻓﺻﺣﻰ ﻣﻊ ﺑداﯾﺔ
 69  اﻟدراﺳﺔ وﻛذا وﻛذا اﻧدﻣﺞ ﻣﻊ اﻟطﻼب ﺑدا ﯾﻌرف اﻟﻛﻠﻣﺎت اﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ وﺑدا ﻛذا ﻣﺎ ﻧﻘول اﻧﮫ
 79  ﺧرﺑوا ﻋﻠﯾﮫ ﻟﻐﺗﮫ وﻟﻛن دﺧل ﻓﻲ ﻟﻐﺔ اﻟﻣﺟﺗﻣﻊ اﻟﻠﻲ ھﻲ ﻣﻧﺗﺷرة ھﻧﺎ 
 89 R أﻧﺎ ﯾﻌﻧﻲ أﻣس ﺣﺿرت ﻣﻌﻛم ﻓﻲ اﻟﻔﺻل ﻓﺳﺄﻟﺗﮫ أﻧﮫ ﯾﻘول ﻟﻲ ﻗﺻﺔ وﻛذا ﻓوﺟدﺗﮫ ﯾﻌﻧﻲ ﯾﺳﺗﺧدم اﻟﻠﮭﺟﺔ 
 99  اﻟﻌﺎﻣﯾﺔ
 001 T اﻟﻠﮭﺟﺔ اﯾﮫ ﺗﻌود ﻣﻊ اﻟطﻼب وﻛذا.. ﺗﻌرف ﻷن أن أﻛﺛر ﻓﺗرة ﺧﻣس ﺳﺎﻋﺎت ﻓﻲ اﻟﻣدرﺳﺔ ﻓﯾطﻠﻌون
 101  اﻟﻔﺳﺣﺔ وﯾﺟون  ﯾﺗﻛﻠﻣون ﻣﻊ ﺑﻌض ﻻ ﺑد ﻟﮭﺎ ﺗﺄﺛﯾر ھذي ﺗﺄﺛﯾر ﻣﮭوب ﺑﺳﯾط ﻗوي 
 201 R ي ﯾﺟدر ﺑﺎﻟطﺎﻟبطﯾب اﻵن ﺗﻘرﯾﺑﺎ وﺻﻠت إﻟﻰ اﻟﺳؤال اﻷﺧﯾر.. أﻧت ﻓﻲ رأﯾك ﻣﺎ ھو اﻟﻌﻣر اﻟﻣﻧﺎﺳب اﻟذ
 301  أن ﯾﺑدأ ﻓﯾﮫ ﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ؟ 
 401 T ... وﷲ ﯾﺎ طوﯾل..
 501 R ﯾﻌﻧﻲ ﺑداﯾﺔ اﻟﺗﻌﻠم ﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ.. ﻣﺎ ھو اﻟﻌﻣر اﻟﻣﻧﺎﺳب؟
 601 T أﻋﺗﻘد إن آآ ﻓﻲ ال آآ اﻟﺻف اﻟراﺑﻊ اﻻﺑﺗداﺋﻲ اﻟﻠﻲ ﻓﯾﮫ ﻋﻣر ﺗﻘرﯾﺑﺎ ﺗﺳﻊ إﻟﻰ ﻋﺷر ﺳﻧوات ھذا
 701  إذا ﺗﻌﻠﻣﮭﺎ اﻟطﺎﻟب راح ﯾﻣﺷﻲ ﻓﯾﮭﺎ ﻷﻧﮫ ﻗد ﺟﻣﻊ ﺑﯾن اﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ واﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ وﺗوﺳﻌت  
 801  ﻣدارﻛﮫ ﺷوي وﺑدا ﯾﻛﺗب وﯾﻘرأ ﻓﻲ ھذه اﻟﻣرﺣﻠﺔ ﯾﺑدا ﻋﺎد ﯾﺗﻛﻠم
 901 R طﯾب وﻗﺑل ھذا اﻟﻌﻣر
 011 T اﻹﺗﻘﺎن إﻻ ﻋن طرﯾقوﷲ ﻗﺑل ذا اﻟﻌﻣر ﯾﻌﻧﻲ ﻓﯾﮫ ﻟﻛن ﻣﮭوب اﻹﺗﻘﺎن اﻟﻠﻲ أﻧت ﺗﺑﻐﻰ ﺗﻠﻘﻰ ﻟﻛن ﻣﮭوب 
 111  اﻟﺣﻔظ ﻣﻌك ﻓﻲ اﻟﺣﻔظ إذا ﺣﻔظوا اﻟﻣﺳﻠﺳﻼت أو اﻟﺗﻣﺛﯾﻠﯾﺎت اﻟﻠﻲ ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﯾﻣﻛن
 211  ﻟﻛن ك ﯾﻘرأھﺎ ﻓﻲ اﻟﻛﺗﺎب أو ﯾﻛﺗﺑﮭﺎ ﺻﻌوﺑﺔ ﺷوي 
 311 R ﷲ ﯾﺟزاك ﺧﯾر.. ﺷﻛرا ﻟك ﯾﺎ )اﺳم( ﻋﻠﻰ إﺗﺎﺣﺔ ھذه اﻟﻔرﺻﺔ ﻟﻧﺎ
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	1 	R 	ﻧﺷﻛرك أﺳﺗﺎذ )اﺳم( ﻋﻠﻰ إﺗﺎﺣﺔ اﻟﻔرﺻﺔ ﻟﻧﺎ ﻹﺟراء ھذه اﻟﻣﻘﺎﺑﻠﺔ 
	2 T ﷲ ﯾﺳﻠﻣك
	3 R ﻟﻐﺔ ﻋﺎﻣﯾﺔ وﻟﻐﺔﻣﺛل ﻣﺎ ﺷرﺣت ﻟك ﺳﺎﺑﻘﺎ ﻣوﺿوﻋﻲ ﯾﺗﻛﻠم ﻋن ﺗﺄﺛﯾر اﻻزدواﺟﯾﺔ اﻟﻠﻐوﯾﺔ وﺟود 
	4  ﻓﺻﺣﻰ وﺗﺄﺛﯾرھﺎ ﻓﻲ ﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ وﺧﺻوﺻﺎ ﻓﻲ اﻟﻣراﺣل اﻷوﻟﻰ ﻣن اﻟﺗﻌﻠﯾم
	5  ﻓﻲ اﻟﺻف اﻷول آ ﻓﻲ اﻟﺑداﯾﺔ أﺣب أن أﺳﺄﻟك ﻣن ﺧﻼل ﺧﺑرﺗك ﻓﻲ اﻟﺗﻌﻠﯾم ﻣﺎ ھﻲ اﻟﻠﻐﺔ اﻟﺗﻲ ﯾﺳﺗﺧدﻣﮭﺎ
	6  ﯾﺔ أو ﻟﻐﺔ ﻓﺻﺣﻰ أوﻣﻌﻠﻣو اﻟﺻف اﻷول ﻛﻠﻐﺔ ﺗوﺟﯾﮭﺎت داﺧل اﻟﺻف ھل ھﻲ ﻣﺛﻼ ﻟﻐﺔ ﻋﺎﻣ
	7  ﻣزﯾﺞ ﻣن اﻟﻌﺎﻣﯾﺔ واﻟﻔﺻﺣﻰ ﻣن ﺧﻼل ﺧﺑرﺗك وزﻣﻼﺋك ﻓﻲ اﻟﺗدرﯾس؟
	8 T واﻟﻠﮭﻲ آ... ﺣﺳب ﻣﺎ ﻋرﻓت ﻣن ﺑﻌض اﻟزﻣﻼ أو ﺟﻠﺳت ﻣﻌﮭم أو دﺧﻠت ﻣﻌﮭم ﻓﻲ آ.. اﻟﻔﺻول
	9  ﺗﻌرف ﺗﺑﺎدل اﻟﺧﺑرات و.. ﻛﺳب ﺑﻌض اﻟﺧﺑرات ﻣﻧﮭم ﯾﻌﻧﻲ ﻻﺣظت ﻣﻧﮭم اﻻزدواﺟﯾﺔ ﺑﯾن 
	01  اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ واﻟﻌﺎﻣﯾﺔ ھذا ﯾﻌﻧﻲ اﻟﻐﺎﻟب اﻟﻠﻲ آ ﺗﺟده ﯾﻌﻧﻲ.. ﻗﻠﯾل ﻣﺎ أﺧﻔﯾك إﻧﮫ ﻗﻠﯾلاﻟﻠﻐﺔ 
	11  ﻣن اﻟﻠﻲ ﯾﺗﺣدث اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ھذا واﻗﻊ ﯾﻌﻧﻲ ... أﻧﺎ آ أﻧﺎ ﻣﺎ أﺧﻔﯾك أﻧﺎ آ ﻣﻣﻛن أﻗول ﻟك
	21  أﺛﻧﺎ أﺣﯾﺎﻧﺎ إﯾﮫ إن ﻏﺎﻟب ﻛﻼﻣﻲ ﻣﻌﮭم ﯾﻛون ﺑﺎﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ ﻟﻛن أﺣﯾﺎﻧﺎ ﺗﺣﺗﺎج إﻧك ﺗﺗﻛﻠم ﺑﺎﻟﻌﺎﻣﯾﺔ
	31 R طﯾب أﻧت ﻓﻲ رأﯾك اﻟﺷﺧﺻﻲ.. ھل ﯾﺟدر ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ أن ﺗﻛون ھﻲ ﻟﻐﺔ اﻟﺗوﺟﯾﮭﺎت
	41  داﺧل اﻟﻔﺻل ﻣن ﻗﺑل اﻟﻣﻌﻠم؟
	51 T أﻧﺎ واﻟﻠﮭﻲ ﻣن ﻣن وﺟﮭﺔ ﻧظري أﻓﺿل ھذا اﻟﺷﻲ ﻟﯾﮫ
	61 R ﻟﻣﺎذا؟
	71 T ﺗوﺟﮭﮫ ﺑﺎﻟﺟﻠوس أو ﻋدم اﻟﻛﻼم أو آآ اﻟﺣدﯾث ﻷﻧﮭﺎ ﺗرﺳﺦ ﻓﻲ ذھﻧﮫ أﻛﺛر ﻣن اﻟﻛﻼم اﻟﻌﺎﻣﻲ.. ﯾﻌﻧﻲ ﻋﻧدﻣﺎ
	81  ﻣﻊ ﺻﺎ زﻣﯾل ﻟﮫ ﻟﮫ ﺗﺟده ﯾﻧﺿﺑط أﻛﺛر ﻣن اﺳﻛت ﯾﺎ وﻟد ﻻ أﺳﻣﻊ ﺻو ﻻ آآ ﻻ ﻣﺛﻼ ﺗﻘﻌد ﺗﺳوﻟف ﻻ ت
	91  ﯾﻌﻧﻲ أﺣﯾﺎﻧﺎ ﯾرﺟﻊ ﻋﻠﻰ طول اﻟطﺎﻟب ﺑﺎﻟذات ﺑﺎﻟﺻف اﻷول ﻷﻧﮫ ﺗرى اﻟذاﻛرة أﺣﯾﺎﻧﺎ ﺗﻛون ﻣن ﯾﻌﻧﻲ..
	02  ﺑﺎﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ ﺗﺣس ﻣﺎ ﻟﮫ أﺛر ﻗوي ﻋﻠﯾﮫ ﻟﻛن ﺑﺎﻟﻠﻐﺔ آ ﻷ ﻛﺄﻧﮫ ﻷﻧﮫ ﯾﺣس إﻧك ﻏﯾرتآ اﻟﺗﻧﺑﯾﮫ ب ب 
	12  ﻣﻌﮫ ﺷﻲ ﯾﻌﻧﻲ... اﻟطﺎﻟب ﻓﻲ اﻟﺻف اﻷول ﯾﻌﻧﻲ ﻣﺎ ھو ﻣﺛل اﻟطﺎﻟب اﻟﻠﻲ ﻓﻲ اﻟﺻف اﻟﺳﺎدس ﻣر ﻋﻠﯾﮫ ﻛﻠﻣﺎت
	22  ھﻠﮫ وﻛﺛﯾر وﻣر ﻋﻠﯾﮫ ﺟﻣل ﻛﺛﯾر وﻣر ﻋﻠﯾﮫ ﻷ ھذا ﺑﺎﻗﻲ ﯾﻌﻧﻲ أﻛﺛر ﺗﺄﺛره ﻓﻲ ﻣﻧزﻟﮫ  وﺑﯾن أ
	32  ﯾﺳﺗﻣﻊ ﻟﺑﻌض اﻟﻛﻠﻣﺎت ﺟدﯾدة ﻋﻠﯾﮫ طﺑﻌﺎ ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ف ﻋﻠﻰ طول ﯾﻧﺻت  إﻟﻰ .. إﯾﮫ
	42  ﯾﻌﻧﻲ آآ أﻻﺣظ أﻧﺎ ﻋﻧدي ﻣﺛﻼ ﻣﺛﺎل ﺑﺳﯾط ﺑﻌض اﻟطﻼب ﻟﻣﺎ ﺗﺷوف ﺑﻌض اﻟﻛﻼم ﯾﻌﻧﻲ ﺗﺟﻲ ﺗﻌطﯾﮭم
	52  اﺻﻣت ﻛﻠﻣﺔ ﺟدﯾدة ]ﺿﺣﻛﺔ[اﺳﻛت ﯾﺎ وﻟد ﻻ ﺗﺳوﻟف ﻻ ت آ ﯾﻌﻧﻲ ﻣﺎ ﯾﻠﻘون ﻟﮭﺎ ﺑﺎل ﻟﻛن ﻟﻣﺎ ﺗﻘول 
	62  ف آ ﺗﺟد ﻓﯾﮫ ت ﻗﺑول ﻣﻧﮭم ف اﺳﺗﺧدام ﺑﻌض اﻟﻛﻠﻣﺎت ال آ اﻟف.. ﯾﻌﻧﻲ ﺑﻌض اﻟﻛﻠﻣﺎت ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ
	72  اﻟﻔﺻﺣﻰ ﻟﮭﺎ ﺗﺄﺛﯾر أﻛﯾد
	82 R طﯾب آ ھل ﯾﺣﺻل اﻟﻣﻌﻠم وﺧﺎﺻﺔ ﻣﻌﻠم اﻟﺻف اﻷول واﻟﻣﻌﻠم ﺑﺷﻛل ﻋﺎم ﻓﻲ اﻟﻣرﺣﻠﺔ اﻻﺑﺗداﺋﯾﺔ
	92  ﻻﺳﺗﺧدام اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ داﺧل اﻟﻔﺻل ﻗﺑل اﻟﺗﻌﯾﯾن أو ﻓﻲ ﺑداﯾﺔ اﻟﺗﻌﯾﯾن؟ﻋﻠﻰ اﻟﺗدرﯾب اﻟﻼزم 
	03 T طب.. ﻷ ﻣﺎ ﻓﯾﮫ أﺑدا ﻣﺎ ﻓﯾﮫ ﺗدرﯾب ﻣﻌﯾن أﺑدا ﻟﻛن ھﻧﺎك ﺑﻌض اﻟﻣواد اﻟﻠﻲ أﺧذھﺎ ﻓﻲ ال آآ اﻟﺟﺎﻣﻌﺔ
	13  ﺗﺷدﯾد ﻋﻠﻰ ھذاأو ﻧﻘول ﺣﺳب ﻣﺎ ﻣﻛﺎن ﺗﻌﻠﯾﻣﮫ ﺳواء ﻛﻠﯾﺔ اﻟﻣﻌﻠﻣﯾن أو ﺟﺎﻣﻌﺔ أﺣد اﻟﺟﺎﻣﻌﺎت ﻓﯾﮭﺎ ﯾﻌﻧﻲ 
	23  اﻷﻣر ﻣﺎ أﺧﻔﯾك ﻟﻛن آ ﯾﺗﻼﺷﻰ أﺣﯾﺎﻧﺎ ﻣﻊ ﺑداﯾﺔ اﻟدﺧول ﻓﻲ ]ﺿﺣﻛﺔ[.. اﻟﻌﻣل اﻟﻣﯾداﻧﻲ ﻣﺛل ﻣﺎ ﯾﻘوﻟون
	33 R طﯾب ھل ﻓﻲ رأﯾك ﻋدم ﺣﺻول اﻟﻣﻌﻠم ﻋﻠﻰ اﻟﺗدرﯾب اﻟﻼزم ﻻﺳﺗﺧدام اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ
	43  اﻷﺳﺑﺎب أو ھﻧﺎك أﺳﺑﺎب أﺧرى؟ﻟﮫ دور ﻓﻲ أن اﻟﻣﻌﻠم ﯾﻣﯾل إﻟﻰ اﺳﺗﺧدام اﻟﻌﺎﻣﯾﺔ ھل ھو ﻣن 
	53 T واﻟﻠﮭﻲ ﻣﺎ أﺧﻔﯾك ھذي ﺗﻌﺗﺑر ﺳﺑب ﻣن اﻷﺳﺑﺎب ﯾﻌﻧﻲ إذا ﻟم ﯾﻛن اﻟﻣﻌﻠم ﻋﻧده إﻟﻣﺎم ب ﺑﻌض اﻟﻘواﻋد
	63  اﻟﻠﻐوﯾﺔ ﯾﻌﻧﻲ ﻓﻲ ال ﺑﻌض ﺟﻣﻊ ﯾﻌﻧﻲ إذا ﺟﺞ ﺟﺎ ﻣﺛﻼ ﯾرﯾد أن ﯾﺗﻛﻠم ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻣﻊ اﻟطﻼب
	73  ﯾﺧطﺄ أﻣﺎم اﻟطﻼب ﯾﻘول ﺳﺑﻌﺔ وﺛﻼﺛون واﻻ ﺳﺑﻌﺔ وﺛﻼﺛﯾن وذا ﻓﯾﻘولوﻣﺛﻼ ﺟﺎ رﻗم ﻣن اﻷرﻗﺎم وﯾﺧﺎف 
	83  ﻓﯾﺟﯾﺑﮭﺎ ﺑﺎﻟﻌﺎﻣﻲ ﻋﻠﻰ ﻗوﻟﮭم ﯾﻘول أﻓﺿل ﻟﻲ وﻻ أﺧطﻲ ﻗدام اﻟطﻼب ﻓﺎ ﻷن ﺗﻌرف اﻟطﺎﻟب ﯾﺳﺟل 
	93  ﻣﺎ ﺷﺎء ﷲ أي ﻛﻠﻣﺔ وأي آ ﻓﺎا ﻣﻧﺎ ﻣن ھذي اﻟﻧﺎﺣﯾﺔ ﯾﻘول ﻷ ﺧل ﻧرﺟﻊ ﻋﻠﻰ اﻟﻌﺎﻣﯾﺔ أﻓﺿل ﻟﻲ
	04  ]ﺿﺣﻛﺔ[ ﺧﻠﻧﻲ أﻣﺷﻲ ﻓﻲ اﻟﺳﻠﯾم ﻋﻠﻰ ﻗوﻟﺗﮭم.. ﻓﻠو ﻛﺎن ﻋﻧده ﺣﺻﯾﻠﺔ ﻛﺑﯾرة ﻓﻲ اﻟﻠﻐﺔ وأﺳﻠم ﻟﻲ
	14  اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ أﺗوﻗﻊ ﺑﯾﺗﻛﻠم ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ.. أﻋرف زﻣﻼ ﻟﻲ ﻻ ھم ﻣدرﺳﯾن ﻗرآن
	24  وﻻ ھم ﻣدرﺳﯾن رﯾﺎ.. آآ رﯾﺎض.. ﻟﻐﺔ ﻋرﺑﯾﺔ وﻻھم.. ﻣﻌﻠﻣﯾن رﯾﺎﺿﯾﺎت ﯾﺗﺣدﺛون ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ
	34  اﻟﻔﺻﺣﻰ ﺣﺗﻰ ﻓﻲ اﻟﺟﻣﻊ واﻟطرح وذا ﻣﺎ ﯾﺗﺣدث إﻻ ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻷﻧﮫ ﻋﻧده إﻟﻣﺎم ﻛﺑﯾر
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	44  ﻓﺂ ﺗﻌﺟﺑت ﯾوم ﻋﻧدﻣﺎ دﺧﻠت ﻣﻌﮫ ﻓﻲ ال آ اﻟﻔﺻل وﺣﺿرت ﺣﺻﺔ ﻣن اﻟﺣﺻص ﻋﻧده ﯾﻌﻧﻲ
	54  ﻣن ال آ ﻟﻐﺔ ﻋرﺑﯾﺔ ﻓﺻﺣﻰ ﻣﺎ ﺷﺎء ﷲ ﺗﺑﺎرك ﷲ ﯾﻌﻧﻲ ﻋﻧده ﻣﺎ ﺷﺎء ﷲ ﺧﻠﻔﯾﺔ ﻛﺑﯾرة وﺧزﯾﻧﺔ ﻛﺑﯾرة
	64  ﻓﺂآآ ﻟﻣﺎ أﻋﻠﻧوا إن ﻓﯾﮫ ﻣﺣﺎﺿرة آﺧر ال آ ﺑﻌد اﻟﺣﺻﺔ اﻟﺳﺎدﺳﺔ وﻛذا ﺗﻔﺎﺟﺄت إﻧﮫ ھو اﻟﻠﻲ ﻛﺎن ﯾﻠﻘﻲ
	74  اﻟﻣﺣﺎﺿرة ﻟﻠطﻼب طﺑﻌﺎ اﯾﮫ ﻓﺂ ﺗﺟد ﺑﻌﺿﮭم ﻣﺎ ﺷﺎء ﷲ ﻣن ﯾﻣﻠك اﻟﻠﻐﺔ ﺗﺟده ﯾﺗﺣدث ﺑﮭﺎ ﻣﺎ ﻣﺎ ﺗﺄﺛر ﺑﮭم
	84 R طﯾب أﺑﻐﻰ أﺳﺄﻟك ﻋن ﺗﺟرﺑﺗك اﻟﺷﺧﺻﯾﺔ ﻓﻲ اﻟﺗﻌﻠﯾم ﻣﺎ ھﻲ اﻟﻠﻐﺔ اﻟﺗﻲ ﻏﺎﻟﺑﺎ ﺗﺳﺗﺧدﻣﮭﺎ داﺧل اﻟﻔﺻل 
	94  ﻣن اﻟﻠﻐﺎت اﻟﺗﻲ ذﻛرﻧﺎھﺎ اﻟﻌﺎﻣﯾﺔ أو اﻟﻔﺻﺣﻰ أو ﻣزﯾﺞ ﻣن اﻟﻌﺎﻣﯾﺔ واﻟﻔﺻﺣﻰ وﻟﻣﺎذا؟
	05 T م اﻟﻠﻐﺔ أﻧﺎ ﻣﺎ أﺧﻔﯾك وﷲ أﺳﺗﺧدم اﻟﻣزﯾﺞ وﷲ ﻣﺎ آ أﺳﺗﺧدم ال ﺑﺷﻛل آ ﻣﺎ أﻗول ﻟك إﻧﻲ أﺳﺗﺧد
	15  اﻟﻔﺻﺣﻰ ﺑﺷﻛل ﻛﺎﻣل  ﻣﺋﺔ ﻓﻲ اﻟﻣﺋﺔ أو إﻧﻲ أﺳﺗﺧدم اﻟﻌﺎﻣﯾﺔ ﺑﺷﻛل ﻛﺎﻣل ﻷ أﺑدا آآ أﺣﯾﺎﻧﺎ 
	25  ﻣﻊ ﺑﻌض ﯾﻛون ﺑﻌض اﻟﺗﺻرف ﻣن أﺣد اﻟطﻼب ﯾﺟﺑرك إﻧﮫ ﯾﻛون ﻓﯾﮫ رد ﺳرﯾﻊ ﻟﮫ وﻓﻲ ھذا اﻟوﻗت أﺣﯾﺎﻧﺎ 
	35  ﻣﺎ ﯾﻛون ﻋﻠﻰ ال آ ﯾﻌﻧﻲ ﯾﻛون ﻓﯾﮫ ﺗﺣﺿﯾر ﻣﺛﻼ ﻋﻠﻰ ﻗوﻟﺗﮭم ﺳرﯾﻊ ﻓﻲ اﻟرد ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ 
	45  ف ﯾﻛون ردك ﯾﻌﻧﻲ ﻣﻌﺎه ﻋﺎﻣﯾﺔ 
	55 R ﺗﺣﺗﺎج ﺗﺳﺗﺧدم اﻟﻌﺎﻣﯾﺔ ﻓﻲ ﺑﻌض اﻟﺣﺎﻻت؟
	65 T اﻟﻠﻐوﯾﺔ أﺣﯾﺎﻧﺎ ﯾﻲ آ ﯾﺟﻌلأﺣﯾﺎﻧﺎ ﻧﻌم .. أﺣﯾﺎﻧﺎ أﺣﯾﺎﻧﺎ وﻣﺎ أﺧﻔﯾك إﻧﮫ آآ ﻛذﻟك ﯾﻌﻧﻲ ﻋدم اﻹﻟﻣﺎم ﺑﺎﻟﻘواﻋد ﻛﺎﻣﻠﺔ 
	75  اﻟﻣﻌﻠم ﯾﺿطر ﻻﺳﺗﺧدام اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ أو ال آ آ ﻋﺎﻣﯾﺔ )ﻓﻲ ال( ﺑﺷﻛل ﻋﺎم
	85 R طﯾب آ أﻧت ﻓﻲ رأﯾك اﻟﺷﺧﺻﻲ.. ھل ھل ﯾوﺟد ﻓراغ أو ﻓﺟوة ﺑﯾن ﻟﻐﺔ اﻟطﺎﻟب ﻓﻲ اﻟﻣﻧزل ﻗﺑل أن 
	95  ﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ھلﯾﺄﺗﻲ إﻟﻰ اﻟﻣدرﺳﺔ وﺑﯾن ﻟﻐﺔ اﻟطﺎﻟب داﺧل اﻟﻣدرﺳﺔ ﻋﻧدﻣﺎ ﯾﺑدأ ﻓﻲ 
	06  ﻓﯾﮫ اﺧﺗﻼف ﻛﺑﯾر أو ﻣﺎ ﻓﯾﮫ اﺧﺗﻼف ﻛﺑﯾر؟
	16 T ... ﯾﻌﻧﻲ ﻓﻲ ﺗﻌﻠﻣﮫ ﻗﺻدك واﻻ؟
	26 R ﻓﻲ ﺗﻌﻠﻣﮫ ﻓﻲ ﻣﻣﺎرﺳﺗﮫ ﻓﻲ.. ھل ﻓﯾﮫ ﻓرق ﺑﯾن ﻟﻐﺔ اﻟطﺎﻟب ﻗﺑل ال ال آ
	36 T اي ﻧﻌم ﻧﻌم ﻓﯾﮫ ﻓرق
	46 R اﻟﻔرق ھذا ﻛﺑﯾر؟
	56 T ﺑﺎﻟﻧﺳﺑﺔ ﻟﻲ م ﻣن ﻋﻧدي طﻼﺑﻲ ﯾﻌﻧﻲ أﻻﺣظ اﻟﺣﻣد 6 ﻋﻠﯾﮭم ﯾﻌﻧﻲ ﻣﻊ ﻛﺛر ال آ اﻟﺗﻛري اﻟﺗﻛرار  ﻋﻠﯾﮭم ﺑﻌض 
	66  اﻟﻛﻠﻣﺎت ﯾﺳﺗﺧدﻣون.. ﻣﻊ ﻛﺛر ﺗﻛرار ﺑﻌض اﻟﻛﻠﻣﺎت ﻟﻐﺔ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﺗﺟدھم ﯾﻌﻧﻲ ﯾﺳﺗﺧدﻣون 
	76  ﯾﺳﺗﻔﺳر ﻋﻧﮭﺎ ﻋﻠﻰ طولوﺧﻼص وﻋرﻓوھﺎ ﻻﻧو ﺗﻌرف أول ﻣﺎ ﺗﻘول ﺑﻌض اﻟﻛﻠﻣﺎت ﺑﻌﺿﮭم 
	86  ف ]ﺗﻧﺣﻧﺢ[
	96 R ﯾﺳﺄﻟوﻧك ﻋﻧﮭﺎ؟
	07 T اﯾﮫ ﯾﺳﺄﻟون ﻋن اﻟﻣﻌﻧﻰ ﻣﺎ ﻛﺄﻧﮫ واﺿﺢ ﻋﻼﻣﺎت اﻟﺗﻌﺟب ﻓﻲ وﺟﮭﮫ ﻣﺎ ﻋرف وش ﺗﻘﺻد ﻓﺂ ھذا 
	17  ﯾدل ﻋﻠﻰ أﻧﮫ ﯾﻌﻧﻲ ﻣﺎ ﻓﯾﮫ اﺳﺗﺧدام ﺣﺗﻰ ﻓﻲ اﻟﻣﻧزل ﻋﻧدﻧﺎ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ ﯾﻌﻧﻲ أﻧت ﻋﺎرﻓﯾن  
	27  ﻋﻧدﻧﺎ ﻣﺎ ﯾﺳﺗﺧدﻣون إﻻ اﻟﻌﺎﻣﯾﺔ ﻓﻲ اﻟﻣﻧزل ﻣﺎ ﻓﯾﮫ أﺣد ﯾﺳﺗﺧدمأﻏﻠب اﻟﻣﻧﺎزل أﻏﻠﺑﮭم 
	37  ﯾﻌﻧﻲ ﻧﺎدر ]ﺿﺣﻛﺔ[ أن ﺗﺟد ﻓﻲ اﻟﻣﻧزل ﯾﺳﺗﺧدم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻣﻊ ال .. اﻻ طﺑﻌﺎ
	47  إن ﻛﺎن ﺗﻌﻠﯾم ذاﺗﻲ أو اﻛت ﻣﻛﺗﺳب ﯾﻛﺗﺳﺑﮫ اﻟطﺎل ﺑﻌض اﻟطﻼب ﻣن اﻟﻘﻧوات اﻟﻔﺿﺎﺋﯾﺔ اﻟﻛرﺗوﻧﯾﺔ
	57  ﻓﻲ ﺻﻐره ﻛﺎن ..ﻣن ﯾﺧﺗﻠﻔون اﻟطﻼب ﻓﯾﮫ طﻼب ﺗﺟده ﯾﻌﻧﻲ ﯾﻠﻌب ﻛﺛﯾر وو.. طﺑﻌﺎ أو.. ﺗﺟده ﻛﺎن
	67  ﯾﻠﺟس ﻣﻊ زﻣﻼءه ﻛﺛﯾر وھو ﺻﻐﯾر أو آ وطﻼب ﻷ ﻋﻧده ﺣب ﻟﻠﻣطﺎﻟﻌﺔ ﻟﻠﻘﻧوات اﻟﻔﺿﺎﺋﯾﺔ 
	77  اﻟﻛرﺗوﻧﯾﺔ ف ﺗﺟده ﻣﺛل آ ﺟﮭﺎز اﻻﺳﺗﻘﺑﺎل اﻟﺳﺗﻼﯾت ھذا اﯾﮫ ﯾﺳﻣﻊ إي ﻛﻠﻣﺎت وأي اﻟﺟﻣل
	87  أﻣﮫ أو أ واﻟده أو أﺧواﻧﮫ أو.. ف ﺗﺳﺗﻐرب ﻣن أﯾن أﺗﻰ ﺑﮭذي اﻟﻛﻠﻣﺎت وھو وھذا وﯾطﺑﻘﮭﺎ ﻣﻊ آ
	97  ﻟم ﯾﺳﻣﻌﮭﺎ ﻻ ﻣن أب وﻻ ﻣن أم وﻻ ﻣن أﺣد ﻣن أﺧواﻧﮫ  ﻟﻛن إﯾش ﺗﻠﻘﺎھﺎ ﻣن ال آ.. ﻗﻧوات 
	08  اﻟﻔﺿﺎﺋﯾﺔ أﻧﺎ ﻋﻧدي ﺑﻌض اﻟﺑﻧﺎت )ﻋﻧدي ﻛذا( ﻧﻔس اﻟطرﯾﻘﺔ ﯾﻌﻧﻲ ]ﺿﺣﻛﺔ[ ﺗﺟده 
	18 R ﺻﺎرت ﻣواﻗف ﻣﺛل ﻛذا؟
	28 T اي ﻧﻌم وﺗﺻدر ﻣﻧﮭﺎ وﺗﺳﺗﺧدم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﺑدون ﻻ ﻋﻠﻣﺗﮭﺎ ﻻ أﻧﺎ وﻻ أﻣﮭﺎ ﻓﺎل اﻟﺷﻲ ف آآ ﻣﺎ ﯾﻌﻧﻲ
	38  اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻟﯾﺳت اﻟﻣدارس ھﻲ اﻟﻣﺻدر اﻟوﺣﯾد اﻟﻠﻲ ﻣﻣﻛن ﯾﺗﻠﻘون ﻣﻧﮫ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ
	48  اﻟﻔﺻﺣﻰ.. ﻓﯾﮫ ﻓﯾﮫ ﻣﺻﺎدر ﺛﺎن أﺧرى ﯾﻌﻧﻲ 
	58 R أﺳﺄﻟك ﻋن ﻟﻐﺔ اﻟطﻼب داﺧل اﻟﻔﺻل.. ﻟﻐﺔ اﻟطﺎﻟب ﻋﻧدﻣﺎ ﯾﺗﻛﻠم ﻣﻊ اﻟﻣﻌﻠم أو ﯾﺗواﺻل ﻣﻊطﯾب ودي 
	68  اﻟﻣﻌﻠم.. ﻣﺎ ھﻲ اﻟﻠﻐﺔ اﻟﺗﻲ ﯾﺳﺗﺧدﻣﮭﺎ؟
	78 T وﷲ ﻏﺎﻟﺑﺎ.. ﻓﻲ وﻗت ال آ.. آآ ﯾﻌﻧﻲ اﻟﺣدﯾث اﻵ ﻋن وھو ﻏﺿﺑﺎن أو ﻛذا ﻷ ﯾﺳﺗﺧدم آآآ ﻟﮭﺟﺗﮫ أو... 
	88  اﻟﻣﻧزل.. ﻟﻛن إذا ﻛﺎن ﻓﯾﮫ ﺣوار ﺑﯾن اﻟطﺎﻟب وﻣﻌﻠﻣﮫ وھو ﯾﻌﻠم أناﻟﻌﺎﻣﯾﺔ اﻟﺗﻲ ﯾﺳﺗﺧدﻣﮭﺎ ﻓﻲ 
	98  اﻟﻣﻌﻠم ھذا ﯾﺳﺗﺧدم ﻣﻌﮫ ھذا ال آ آ اﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ ﯾﺣﺎول إﻧﮫ ﯾﺳﺗذﻛر أو ﯾﺳﺗرﺟﻊ ﺑﻌض اﻟﻛﻠﻣﺎت
	09  أﻣﺎ اﻟﺗﻲ ﺗﻌﻠﻣﮭﺎ ﻣن اﻟﻣﻌﻠم ﻓﯾﻘول ﯾﻌﻧﻲ ﯾﻘوﻟﮭﺎ ﯾﺳﺗﺧدﻣﮭﺎ ﻓﻲ اﻟﺣوار
	19 R ﺧدام اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ داﺧل اﻟﻔﺻل ﻋﻧدك؟ أو ﺑﺷﻛل ﻋﺎم؟طﯾب ھل ھل ﯾﻌطﻰ اﻟطﺎﻟب اﻟﻔرﺻﺔ ﻻﺳﺗ
	29 T ﻋﻧدي ﻧﻌم.. ﺑﺷﻛل ﻋﺎم ﻻ ﻣﺎ أﻗدر أﻗول أﺻدر ﺣﻛم ﻋﻠﻰ ﺑﻘﯾﺔ اﻟﻣﻌﻠﻣﯾن.. ﻟﻛن ﺑﺎﻟﻧﺳﺑﺔ ﻟﻲ أﻧﺎ 
	39  أﺗرك ﻟﮫ اﻟﻣﺟﺎل إﻧﮫ ﯾﺗﺣدث وو أﺣﯾﺎﻧﺎ أ ﯾﻌﻧﻲ ﻻ ﯾﻣﻠك ﺑﻌض اﻟﻛﻠﻣﺎت وأﻋزز ﻟﮫ ﺑﺑﻌض اﻟﻛﻠﻣﺎت 
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	49  ﯾﻛﻣل ﺟﻣﻠﺗﮫ ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ه ﯾﻌﻧﻲع ﺳﺎس ﯾﻘدر ي 
	59 R طﯾب وﺗواﺻل اﻟطﺎﻟب ﻣﻊ اﻟطﺎﻟب داﺧل اﻟﻔﺻل ﻣﻊ زﻣﯾﻠﮫ.. ﻣﺎ ھﻲ اﻟﻠﻐﺔ اﻟﺗﻲ ﯾﺳﺗﺧدﻣﮭﺎ؟
	69 T ﻷ ﺑﺎﻟﻌﺎﻣﯾﺔ ﻣﺎ أﺧﻔﯾك ﺑﺎﻟﻌﺎﻣﯾﺔ ﻧﻌم
	79 R طﯾب ﯾﻌﻧﻲ ﻧﻧﺗﻘل ﺗﻘرﯾﺑﺎ إﻟﻰ اﻟﺟزء اﻷﺧﯾر.. ﻓﻲ رأﯾك أﻧت اﻟﺷﺧﺻﻲ ھل اﺳﺗﺧدام اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ
	89  ﻣن ﻗﺑل اﻟﻣﻌﻠم ﻟﮫ دور إﯾﺟﺎﺑﻲ أو ﺳﻠﺑﻲ ﻓﻲ ﺗطوﯾر ﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ وﻟﻣﺎذا؟
	99 T واﻟﻠﮭﻲ اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ واﻗﻊ ﻣﺎ ﺗﺳﺗطﯾﻊ اﻟﮭروب ﻣﻧﮫ ﺻراﺣًﺔ.. ﻟﻣﺎذا ﻷﻧﮫ ﻓﻲ ﻣﻧزﻟك ﺗﺗﺣدث ﺑﺎﻟﻌﺎﻣﯾﺔ
	001  ﻓﻲ ال آ ﺑﯾن اﻟزﻣﻼء ﺗﺗﺣدث ﺑﺎﻟﻌﺎﻣﯾﺔ ﺑﯾن اﻟواﻟدﯾن ﯾﺗﺣدث ﺑﺎﻟﻌﺎﻣﯾﺔ ﯾﻌﻧﻲ آآآ ﻣﺟﺗﻣﻊ ﻛﻠﮫ ﯾﺗﺣدث 
	101  ﻣﻌﮫ ﺑﺎﻟﻌﺎﻣﯾﺔ.. ﻟو أوﺟدت ﺟو ﻟﻠطﺎﻟب ھذا وھذا اﻟﺟو آآ ﯾﻌﻧﻲ آآ ﻓﯾﮫ ﺗﻌﻠﯾم ﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ 
	201  إن اﻟطﺎﻟب  ﻣﺎ ﺳﺑق وذﻛرت ﻟكﺗﺄﻛد ﺑﺄﻧﮫ ﺳﯾﺗﻌﻠﻣﮭﺎ أﻛﺛر ﻣن اﻟرﺟل اﻟﺑﺎﻟﻎ أو اﻟﻛﺑﯾر  ﻷﻧﮫ ﯾﻌﻧﻲ ﻣﺛل 
	301  ھذا ﻓﻲ ﺳﻧﮫ ھذا ﻣﺗﻠﻘﻲ ﺑﺷﻛل ﻛﺑﯾر وﯾﺳﺗوﻋب ك ﻣﮭﻣﺎ أﻋطﯾﺗﮫ ﻣن اﻟﻛﻠﻣﺎت ﯾﺳﺗوﻋب ﯾﻌﻧﻲ أذﻛر
	401  ﻟك ﻣﺛﺎل ﺑﺳﯾط أﺣد أﻗﺎرﺑﻲ ﻟدﯾﮫ اﺛﻧﯾن ﻣن اﻷﺑﻧﺎء واﺣد ﻓﻲ اﻟﺳن واﺣد ﻓﻲ اﻟﺻف اﻟﺛﺎﻧﻲ اﻻﺑﺗداﺋﻲ
	501  ھذوﻻ ﺟﻠﺳوا ﺗﻌﻠﻣوا ﻋﻠﻰ ﯾد ﻣن ﻓﻲ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔواﻟﺛﺎﻧﻲ ﻋﻣره ﺳت ﺳﻧوات ﻟو ﺗﺟﻠس ﻣﻌﺎھم ﺗﻘول 
	601  اي ﻧﻌم ﻟﻛن أﺑوھم وأﻣﮭم داﺋﻣﺎ ﯾﺣﺎوﻟون إﻧﮭم إﯾش ]ﻛﺢ[ أن ﯾﻌﻠﻣوھم ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ 
	701  و و ﻻ آآ ﯾﻌﻧﻲ ﯾﺷﺎھدون ﻓﻲ اﻟﺗﻠﻔﺎز إﻻ ﻗﻧوات ﻓف ﻓﺻﺣﻰ  ﺗﺗﺣدث ﺑﺎﻟﻔﺻﺣﻰ ف ﺗﺟدھم ﻣﺎ ﺷﺎء ﷲ
	801  ﻋﻧدﻣﺎ ﯾﺧﺗﻠطون ﺑﺑﻌض أﺑﻧﺎء اﻟﺟﻣﺎﻋﺔ ﺗﺟد ﻓﯾﮫ ﺗﻌﺟب  ﺗﻌﺟب ﻛﺑﯾر ﻣن ال..ﺗﺑﺎرك ﷲ ﺣﺗﻰ أﻧﮭم 
	901  ﯾﺗﻛﻠﻣون ﺑﺎل ﯾﺟﻲ ﺑﻌض اﻟط آآ اﻷوﻻد اﻟﺻﻐﺎر وش ﻓﯾك وش ﻣﻼﺣظ ﻋﻠﯾﮫ ﻗﺎل ﯾﺗﻛﻠم ﺑﻛﻼم ﺑﻌض
	011  اﻟﻛﻼم ﻣﺎ ﻧﻌرﻓﮫ ﯾﻘول ]ﺿﺣﻛﺔ[ ﻓﺎ ﻓﯾﮫ ﯾﻌﻧﻲ.. ﻣﺎ أﻗول ﻟك ھﻲ زﯾﻧﺔ وﺷﻲ طﯾب ﺑس أﺣﯾﺎﻧﺎ ﺗﺟد 
	111 R ھﻲ إﯾشاﻟﻠﻲ 
	211 T اﺳﺗﺧدام اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ.. ﺑس ﺗﺟد إن ﻓﯾﮫ ﺗﺻﺎدم ﻋﻠﻰ ﻗول ال آآ ﻋﻧدﻣﺎ ﯾﺄﺗﻲ ھذا اﻟوﻟد
	311  اﻟذي ﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ وﺗﺷﺟﻊ ﻣن واﻟدﯾﮫ أو ﻣن ﻣﻌﻠﻣﮫ أو ﻛذا ﯾﻧﺻدم ﻣﻊ زﻣﻼءه ھذوﻻ اﻟذﯾن
	411  اﻻﺳﺗﮭزاء أو اﻟﻛﻼم ال آآ ﻓﺎ ﺗﺟد ﻓﯾﮫ ردةاﯾش ﻻ ﯾﺗﻛﻠﻣون إﻻ اﻟﻌﺎﻣﯾﺔ ﺑل أﺣﯾﺎﻧﺎ ﯾﺟد ﺑﻌض 
	511  ﻓﻌل ﻣﺎ ھﻲ ﻣﺎ ھﻲ ﺟﯾدة ﯾﻌﻧﻲ 
	611 R ﻻ أﻧت ﯾﻌﻧﻲ أﺑﻐﻰ ﻋﺷﺎن أﻓﮭم ﻣﻧك داﺧل اﻟﻔﺻل.. اﻟﻣﻌﻠم إذا اﺳﺗﺧدم اﻟﻌﺎﻣﯾﺔ ھل ﻟﮭﺎ دور إﯾﺟﺎﺑﻲ أو ﺳﻠﺑﻲ
	711  ﻓﻲ ﻓﻲ رأﯾك؟
	811 T واﻟﻠﮭﻲ آآ ﻣﺎ أﺧﻔﯾك  إﻧﮭﺎ ﯾﻌﻧﻲ آآ أﺣﯾﺎﻧﺎ ي ﯾﺣﺗﺎج اﻟﻣﻌﻠم إن اﻟط أن ﯾﻛون أن ﯾﻔﮭم اﻟطﺎﻟب ﺑﺳرﻋﺔ 
	911  ﻓﻲ ﺑﻌض اﻟﺣﺎﻻت.. أﻣﺎ آآآ ﯾﻌﻧﻲ ﻣن اﻟواﺟب ﻋﻠﻰ اﻟﻣﻌﻠم ﻷ اﻟواﺟب ﻋﻠﯾﮫ ﯾﻔﮭم اﻟطﺎﻟب اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ
	021  ﺎه  ﺑﮭذا اﻟﺷﻲ.. ﻟﻛن.. أرﺟﻊاﻟﻔﺻﺣﻰ ﻋﺷﺎن ﯾﻔﮭم ﻣﺎ ﯾرﯾد ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ و آ ﯾﺳﺗﻣر ﻣﻌ
	121  وأﻗول إﻧﮫ إذا ﻟم ﯾﻛون ﻓﯾﮫ اﺳﺗﻣرار ﻓﻲ ھذا اﻷﻣر ]ﯾطق اﻟطﺎوﻟﺔ[ ﯾﻌﻧﻲ ﻣن اﻟﺻف اﻷول ﻟﻠﺻف
	221  اﻟﺛﺎﻧﻲ ﻟﻠﻣراﺣل ﺟﻣﯾﻊ اﻟﻣراﺣل ﺗﺟد آ ﻟن ﯾﺳﺗﻔﯾد اﻟطﺎﻟب ﻛﺛﯾر.. ﺻﺢ ﻧﻌم أﻧﺎ أؤﺳﺳﮫ ھﻧﺎ ﻓﻲ 
	321  اﻟﺟﻣل ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻟﻛن إذا ﻣﺎ ﻓﯾﮫاﻟﺻف اﻷول وأﻋطﯾﮫ ﻛم ﻛﺑﯾر ﻣن اﻟﻛﻠﻣﺎت وﻣن 
	421  ﺗﻛرار ﻟﮭﺎ ﻓﻲ اﻟﻣراﺣل ال آ ال آآ ﺑﻌد ﻛذا ﻣﺎ ﻣﺎ ﻟن ﺗﺟد ﻓﯾﮫ ﯾﻌﻧﻲ ﻧﺎﺗﺞ طﯾب
	521 R ﻓﻲ أﺣد زﻣﻼﺋك اﻟﯾوم ﯾﻌﻧﻲ ﻗﺎل ﻛﻼم ﻗرﯾب ﻣن اﻟذي ﻗﻠﺗﮫ.. ﯾﻘول إﻧﮫ آ ﻣﻌﻧﻰ ﻛﻼﻣﮫ اﻟﯾد اﻟوﺣدة ﻣﺎ ﺗﺻﻔق 
	621 T ﻧﻌم ﻧﻌم
	721 R إﻧﮫ ﯾﻌﻧﻲ ﯾﻔﺗرض أو ﯾﻘﺗرح أن اﻟﻣدرﺳﯾن ﺑﺷﻛل ﻋﺎم ﯾﻛون ﻟدﯾﮭم ﯾﻌﻧﻲ ﺗوﺣد ﻓﻲ اﻟﻣﻧﮭﺞ إذا ﻛﺎنﯾﻘول ﯾﻘول 
	821  ﻓﻲ اﺳﺗﺧدام اﻟﻔﺻﺣﻰ أو ﻛذا ﯾﻛون إﻧﮫ أﻓﺿل.. ﻟﻛن ﯾﻘول إذا ﻓﯾﮫ ﺷﺧص ﯾﺳﺗﺧدم اﻟﻌﺎﻣﯾﺔ وﺷﺧص ﯾﺳﺗﺧدم
	921  اﻟﻔﺻﺣﻰ وﺷﺧص ﻓﯾﻛون ھذا ﺗﺄﺛﯾره أﻗل.. أﻧت وش راﯾك ﻓﻲ ﻛﻼﻣﮫ؟
	031 T ﻲ ﺷرح اﻟﻣﻧﮭﺞ أو ﻛذا؟... ﯾﻌﻧ
	131 R ﯾرى إﻧﮫ ﺟﻣﯾﻊ اﻟﻣﻌﻠﻣﯾن ﯾﻌﻧﻲ ﻟدﯾﮭم ﻣﻘﺎرﺑﺔ ﻓﻲ اﺳﺗﺧدام اﻟﻠﻐﺔ ﻓﻲ اﻟﺗدرﯾس
	231 T ھذا ﺻﺢ ﻛﻼﻣﮫ ﺻﺣﯾﺢ ﺟدا وأﻧﺎ أؤﯾد ﻛﻼﻣﮫ ﻟﻛن ﻛﯾف ﺳﺗﺟﻌل ھذا اﻟﻣﻌﻠم ﯾﺗﺣدث ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ
	331  ﯾﻌﻧﻲ أﻧﺎ ﻣﺗﺄﻛد إﻧك ﻟو ﺗﺟﻠساﻟﻔﺻﺣﻰ وھو ﻻ ﯾﻠم ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ.. ھذي ﻧﻘطﺔ ﻣﮭﻣﺔ ﺑﻌد.. 
	431   ٠٣ﻓﻲ أي ﻣدرﺳﺔ أو ﺗدﺧل أي ﻣدرﺳﺔ ﺳﺗﺟد ﺗﻘرﯾﺑﺎ ﻻ ﯾﻘل ﻻ ﯾﻘل ﺑﺄي ﺣﺎل ﻣن اﻷﺣوال ﻋن 
	531  ﻓﻲ اﻟﻣﺋﺔ ﻣن اﻟﻣﻌﻠﻣﯾن ﻻ ﯾﺟﯾدون اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ أﻧﺎ ﻣﺗﺄﻛد ٠٤إﻟﻰ 
	631 R واﻟﺳﺑب؟
	731 T أﻧﺎ ﻣرﯾت ﻋﻠﻰ ﻣدارس ﻓﻲ اﻟﻣﻧطﻘﺔ اﻟﺷرﻗﯾﺔ وﻓﻲ اﻟرﯾﺎض ھﻧﺎ ﯾﻌﻧﻲ ﻛذا ﻣدرﺳﺔ ﺗﻧﻘﻠت ﯾﻌﻧﻲ ﺧدﻣﺗﻲ 
	831  ﻣدرﺳﺔ ﺗﻧﻘﻠت ﻓﯾﮭﺎ ﻣن اﻟدﻣﺎم ٥٢ﺳﻧﺔ ﺑس إﻧﮭﺎ ﻣرﯾت ﺗﻘرﯾﺑﺎ ب ﻣﺎ ﻻ ﯾﻘل ﻋن  ٧١ﻣﺎ أﺗﻛﻠم إﻧﮭﺎ ﻛﺑﯾرة 
	931  إﻟﻰ اﻵن ﺗﻧﻘﻠت ٦٢٤١اﻧﺗﻘﻠت ھﻧﺎ إﻟﻰ اﻟﺟﺑﯾل إﻟﻰ ﻛذا ﻣدرﺳﺔ ﻣرﯾت ﻋﻠﯾﮭﺎ أو ﻓﻲ اﻟرﯾﺎض ﻛذﻟك ﺗﻧﻘﻠت ﻓﺗرة 
	041  ﻣدارس.. ﯾﻌﻧﻲ ﻣﺎ ﺗﺟد ﺑﻌض اﻟﻣﻌﻠﻣﯾن ﻋﻧده اﻹﻟﻣﺎم اﻟﻛﺎﻓﻲ اﻟﻛﺑﯾر ﺑﺎﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ ٥ﻣدارس ﻓﺎ أو  ٦ﺗﻘرﯾﺑﺎ 
	141 R طﯾب ﻟﻣﺎذا ﻟﯾس ﻟدﯾﮭم اﻹﻟﻣﺎم اﻟﻛﺎﻓﻲ ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ؟
	241 T ﺣب ﻟﮭذه اﻟﻠﻐﺔ ﺻراﺣﺔ ھذا اﻟﺷﻲ اﻟرﺋﯾﺳﻲ واﻟﻠﮭﻲ .. ﺗرﺟﻊ ﻟﻌدة أﺳﺑﺎب أوﻻ ﺑﻌض اﻟﻣﻌﻠﻣﯾن ﻣﺎ ﻋﻧده
	341  إذا ﻟم ﯾﻛن ﻟدﯾك ﺣب ﻟﮭذه اﻟﻠﻐﺔ وﷲ ﻟن ﺗﺣرص ﻋﻠﯾﮭﺎ وﻟن ﺗﺣرص أن ﺗﻌﻠﻣﮭﺎ ﻟطﻼﺑك..
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	441  ﺛﺎﻧﯾﺎ ﻣﺎ ﻓﯾﮫ ﯾﻣﻛن آآ ﺗﺷدﯾد ﻣن اﻹدارات اﻟﺗﻌﻠﯾم أو اﻟوزارة ﻻﺳﺗﺧدام ھذه اﻟﻠﻐﺔ و.. اﻟﺣرص ﻋﻠﯾﮭﺎ 
	541  ﯾﻌﻧﻲ ﯾﻘول ﻋﻠﻰ ﻗوﻟﺗﮭم ﺑﺎﻟﻌﺎﻣﻲ وش ﻋﻠﻲ أﺗﻛﻠم ﺑﺄي ﻟﻐﺔ أھم ﺷﻲ ﺗﺟده أو ﻓﻲ اﻹﻟﻘﺎء أﻣﺎم اﻟطﻼب ف
	641  أوﺻل اﻟﻔﻛرة ﻟﻠطﺎﻟب أو اﻟدرس ﻟﻠطﺎﻟب ﺑﺄﯾت طرﯾﻘﺔ ﻛﺎن وﺧﻼص واﻧﺗﮭﯾﻧﺎ وأﻧﺎ ﯾﻌﻧﻲ ﺑﺎﻟﻌﻛس 
	741  أﻧﺎ ﻣﺗﺄﻛد إﻧﮫ إذا أُﻟﻘﻲ اﻟدرس ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ.. وﻧﻔس اﻟدرس أﻟﻘﻲ ﻓﺻل ﺛﺎﻧﻲ ﺑﺎﻟﻠﻐﺔ
	841  اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ ﺗﺄﻛد إﻧﮫ ﻧﺳﺑﺔ ﺗﻘﺑل ﻣن اﻟﻔﺻل اﻟﻠﻲ أﻟﻘﻲ ﻟﮫ ﺑﺎﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ أﻛﺑر.. ﻟﻣﺎذا..آ أو 
	941  ﻣﺛل ﻣﺎ ﻗﻠت ﻟك ﻷﻧﮫ ﺳﺑﺣﺎن ﷲ اﻟﻠﻐﺔ ھذي ﯾﻌﻧﻲ ﺗﺟد ﻟﮭﺎ رﺳوخ ﻓﻲ اﻟذھن أﻛﺛر ﻣن اﻟﻌﺎﻣﻲ
	051 R ﷲ ﯾﻌطﯾك اﻟﻌﺎﻓﯾﺔ
	151 T ﷲ ﯾﻌﺎﻓﯾك
	251 R اﻟﻣﻘﺎﺑﻠﺔ ھل .. أﻓﺗﺢ ﻟك اﻟﻣﺟﺎل إذا ﺗﺑﻲ ﺗﺿﯾف أي ﺷﻲ ﻣﺎ ﺗطرﻗﻧﺎ ﻟﮫ أوﻓﻲ ﯾﻌﻧﻲ وﺻﻠﻧﺎ إﻟﻰ ﻧﮭﺎﯾﺔ ھذه 
	351  أو؟
	451 T وﷲ أﺑدا ﺑس اﻟواﺣد ﯾﺗﻣﻧﻰ ﯾﺗﻣﻧﻰ إن ﯾﻛون ﻓﯾﮫ دورات ودورات طﺑﻌﺎ إن ﺷﺎء ﷲ أﻛﯾد إﻧﮭﺎ ﻣﺟﺎﻧﯾﺔ
	551  ﺑس ﻋﻠﻰ  ﺑس أﺗﻛﻠم ﻋن دورات ﻓﻲ أوﻗﺎت ﻣﻧﺎﺳﺑﺔ ﻟﻠﻣﻌﻠم ﯾﻌﻧﻲ ﻣﻔﺗوﺣﺔ طوال اﻟﺳﻧﺔ اﯾﮫ ﻣﺎ ﻧﺣرص
	651  اﻟطﺎﻟب وﻧﺗرك اﻷﺳﺎس اﻟﻣﻌﻠم اﻟﻣﻠﻘﻲ ﻟﻠطﺎﻟب.. آآ آآ ﯾﻌﻧﻲ إذا ﻋﻠم اﻟﻣﻌﻠم إﻧﮫ ﻓﯾﮫ دورات و.. ﻋﻠﻰ ﻣدار اﻟﺳﻧﺔ
	751  و ﻓﻲ أوﻗﺎت ﻣﻧﺎﺳﺑﺔ ﺳواء ﺻﺑﺎﺣﯾﺔ أو ﻣﺳﺎﺋﯾﺔ ﻓﻲ ﻣراﻛز اﻹﺷراف أو ﻓﻲ أي ﻣﻛﺎن ﻓﺂآآ ﯾﻌﻧﻲ ﺳﯾﺣرص
	851  ﻟﻠﻣﻌﻠم أو ي ﯾﻌﻧﻲ ﯾﻛون ﻓﯾﮫ ﻧﻘﺎط ﻋﻧدﻣﺎ ﺗﺄﺧذ دورةوﻟو ﻛﺎن ھﻧﺎك ﺑرﺿﮫ ﺑﻌض أﺳﺎﻟﯾب اﻟﺗﻌزﯾز 
	951  ﻓﻲ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ ﻣﻣﻛن ارﺗﻔﺎع ﻧﻘﺎط ﯾﺳﺗﻔﯾد ﻣﻧﮭﺎ ﻓﻲ اﻟﻧﻘل اﻟﺧﺎرﺟﻲ أو اﻟداﺧﻠﻲ ﺳﺗﺟده ]ﺿرب اﻟطﺎوﻟﺔ[
	061  ﯾﺣرص ﻋﻠﯾﮭﺎ
	161 R ﷲ ﯾﻌطﯾك اﻟﻌﺎﻓﯾﺔ ﺷﻛرا ﻟوﻗﺗك
	261 T ﷲ ﯾﺳﻠﻣك
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	1 	R 	إﺗﺎﺣﺔ اﻟﻔرﺻﺔ ھذي ﻟﻧﺎ.. ﯾﻌﻧﻲ إﻛﻣﺎل ﻟﺑﻌض اﻷﺳﺋﻠﺔ اﻟﻠﻲ ﺳﺄﻟﻧﺎ ﺳﺄﻟﺗك ﻓﯾﮭﺎﷲ ﯾﺟزاك ﺧﯾر ﯾﺎ )اﺳم( ﻋﻠﻰ 
	2  ﻓﻲ اﻟﻣﻘﺎﺑﻠﺔ اﻟﻣﺎﺿﯾﺔ أﻧت ﺷرﺣت ﻟﻲ أو ﻗﻠت ﻟﻲ إن ﺗﻘرﯾﺑﺎ اﻟﻣﻌﻠم ﻓﻲ اﻟﺻف اﻷول ﻻ ﯾﺣﺻل ﻋﻠﻰ اﻟﺗدرﯾب
	3  اﻟﻼزم ﻻﺳﺗﺧدام اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ 
	4 T أﯾوه
	5 R أﻧت ﻓﻲ رأﯾك اﻟﺷﺧﺻﻲ ھل ﺗظن إن ھذا ﻣن اﻷﺳﺑﺎب اﻟﻠﻲ ﺗﺟﻌل اﻟﻣﻌﻠم ﯾﺗوﺟﮫ إﻟﻰ اﺳﺗﺧدام اﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ 
	6  داﺧل اﻟﻔﺻل؟
	7 T أﺷوف إﻧﮫ أھم اﻷﺳﺑﺎب اﻟﺳﺑب اﻟﻣﮭم.. ﻓﯾﮫ أﺳﺑﺎب ﺛﺎﻧﯾﺔ ﺑس إﻧﻲ أﺷوف إﻧﮫ اﻟﺳﺑب اﻟرﺋﯾﺳﻲ ﻟﻠﺷﻲ ھذا
	8 R ﻟﻣﻌﻠم داﺧل اﻟﻔﺻل وﻛذا آآ طﯾب ﺑﺎﻟﻧﺳﺑﺔ ﻟﻠﻐﺔ اﻟطﺎﻟبطﯾب ﻓﻲ اﻟﻣرة اﻟﻣﺎﺿﯾﺔ ﯾﻌﻧﻲ ﺳﺄﻟﺗك ﻏﺎﻟﺑﺎ ﻋن ﻟﻐﺔ ا
	9  داﺧل اﻟﻔﺻل طﯾب ﺑﺎﻟﻧﺳﺑﺔ ﻟﻠﻐﺔ اﻟطﺎﻟب داﺧل اﻟﻔﺻل.. وش ھﻲ اﻟﻠﻐﺔ اﻟﺗﻲ ﯾﺳﺗﺧدﻣﮭﺎ اﻟطﺎﻟب ﻋﻧدﻣﺎ ﯾﺗواﺻل
	01  ﻣﻊ اﻟﻣﻌﻠم.. ﯾﻌﻧﻲ أﻧﺎ ﺷرﺣت ﻟك طﺑﻌﺎ إن ﻓﯾﮫ اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ واﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ أو ﻣزﯾﺞ ﻣن اﻟﻌﺎﻣﯾﺔ واﻟﻔﺻﺣﻰ 
	11  ﻓﯾﻌﻧﻲ أي ﻧوع ﻣن اﻷﻧواع ﯾﺳﺗﺧدﻣﮭﺎ ﻏﺎﻟﺑﺎ اﻟطﺎﻟب ﻓﻲ اﻟﺗواﺻل ﻣﻊ اﻟﻣﻌﻠم؟
	21 T ﻏﺎﻟﺑﺎ اﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ.. ﻧﺎدرا ﻣﺎ ﺗﺣﺻل طﺎﻟب ﺑﺎﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ 
	31 R طﯾب وإذا ﺗواﺻﻠوا ﻣﻊ ﺑﻌض؟
	41 T ﺑﺎﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ 
	51 R ﺑﺎﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ
	61 T اﻟﻌﺎﻣﯾﺔ
	71 R طﯾب أﻧت ﻓﻲ رأﯾك اﻟﺷﺧﺻﻲ.. اﺳﺗﺧدام اﻟﻠﮭﺟﺔ أو اﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ ﻣن ﻗﺑل اﻟﻣﻌﻠم داﺧل اﻟﻔﺻل 
	81  ﻓﻲ اﻟﺗواﺻل ﻣﻊ اﻟطﻼب ھل ﻟﮫ دور إﯾﺟﺎﺑﻲ أو دور ﺳﻠﺑﻲ ﻓﻲ ﺗطوﯾر ﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ
	91  وﻟﻣﺎذا؟
	02 T أﻧﺎ أﺷوف إﻧﮫ ﺳﻠﺑﻲ
	12 R اﯾﮫ
	22 T ﻷن اﻟﻣﻌﻠم ھو ال آ اﻟﺷﻲ اﻷﺳﺎﺳﻲ ﻟﺗﻌﻠﯾم اﻟطﺎﻟب.. ﻣﺛل اﻟﻠﻲ ﺗﻠﻘن اﻟطﺎﻟب ﻓﺻﺣﻰ أو ﻋﺎﻣﯾﺔ 
	32 R طﯾب )اﺳم( أﻧت ﯾﻌﻧﻲ ﺧﺑرﺗك ﻓﻲ اﻟﺗدرﯾس أو ﻛم ﻟك ﺳﻧﺔ ﻓﻲ اﻟﺗدرﯾس؟ ﻓﻲ اﻟﻣرﺣﻠﺔ اﻻﺑﺗداﺋﯾﺔ؟
	42 T اﻟﻣرﺣﻠﺔ اﻻﺑﺗداﺋﯾﺔ ﺛﻼث ﺳﻧوات
	52 R ﺛﻼث ﺳﻧوات.. وش ﺗﺧﺻﺻك ﻓﻲ اﻟﺟﺎﻣﻌﺔ؟
	62 T ﻟﻐﺔ ﻋرﺑﯾﺔ
	72 R ﻓﻲ أي ك ﺟﺎﻣﻌﺔ؟
	82 T ﻛﻠﯾﺔ اﻟﻣﻌﻠﻣﯾن ﺑﺎﻟطﺎﯾف
	92 R طﯾب أﻧﺎ اﻵن ودي أﺳﺄﻟك ﺑﻌض اﻷﺳﺋﻠﺔ.. أﻧﺎ ﺣﺿرت ﻣﻌك ﺑﻌض اﻟدروس ﷲ ﯾﺟزاك ﺧﯾر ﺳﻣﺣت
	03  ﻟﻲ أﺣﺿر ﻣﻌﻛم
	13 T وﯾﺎك
	23 R ﻓﺎ ﯾﻌﻧﻲ أﻧﺎ ﺷﺎھدﺗك ﻏﺎﻟﺑﺎ ﺗﺳﺗﺧدم اﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ ﻓﻲ اﻟﺗواﺻل ﻣﻊ اﻟطﻼب ﻓﻲ ﺷرح اﻟﻣﻌﻠوﻣﺎت ﻓﻲ 
	33  ﻣﺎ ھو اﻟﺳﺑب اﻟﻠﻲ ﯾﻌﻧﻲ ﯾﺟﻌﻠك ﺗﺧﺗﺎر اﻟﻠﮭﺟﺔ ھذي؟ 
	43 T أﻧﺎ أﺷوﻓﮭﺎ أﻗرب ﺷﻲ ﻟﻠطﺎﻟب اﻟطﺎﻟب ﯾﻔﮭم أﻛﺛر ﻣن اﻟﻔﺻﺣﻰ ﯾﻌﻧﻲ ﺑﻌض اﻟدروس اﻟﻌﺎﻣﯾﺔ ﻛدﯾن أو 
	53  إﻧﮭﺎ أﻛﺛر ﻣن اﻟﻔﺻﺣﻰ ﻣﻊ اﻟطﺎﻟب ﯾﺳﺗﺟوﺑﮭﺎ  ﯾﺳﺗﻘﺑل اﻟطﺎﻟب أﻛﺛر ﻣن ال ﻗرآن اﻟﻌﺎﻣﯾﺔ أﺷوف
	63  ﻓﺻﺣﻰ زي ﻣﺛﻼ ﻟﻐﺗﻲ أﺳﺗﺧدم اﻟﻔﺻﺣﻰ ﺑس ﻣﺎ ھو ك دروس ﻓﯾﮫ دورس ﻻزم
	73 R أﻧت ﺗﺳﺗﺧدم اﻟﻠﮭﺟﺔ اﻟﻔﺻﺣﻰ أﯾﺿﺎ؟
	83 T ﻓﻲ ﻟﻐﺗﻲ  
	93 R ﻟﻣﺎذا ﺗﺳﺗﺧدم اﻟﻠﮭﺟﺔ اﻟﻔﺻﺣﻰ؟
	04 T ﻧﻔس اﻟﻣﻘرر ﻓﯾﮫ ﻟﻐﺔ ﻓﺻﺣﻰ
	14 R اﯾﮫ
	24 T ﻧﻔس اﻟﻣﻘرر
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	34 R ﻓﺄﻧت ﺗﺳﺗﺧدم ﻧﻔس اﻟﻠﻲ ﻓﻲ اﻟﻣﻘرر
	44 T ﻧﻔس اﻟﻣﻧﮭﺞ
	54 R وﺷرح اﻟﻣﻌﻠوﻣﺎت اﻹﺿﺎﻓﯾﺔ ﯾﻛون ﺑﺎ أي ﻟﻐﺔ أو ﺑﺄي ﻟﮭﺟﺔ؟
	64 T اﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ واﻟﻔﺻﺣﻰ
	74 R ﻣزﯾﺞ ﻣن اﻟﻌﺎﻣﯾﺔ واﻟﻔﺻﺣﻰ.. آآ طﯾب أﯾﺿﺎ ﻣن ﺧﻼل ﻣﺗﺎﺑﻌﺗﻲ ﻓﻲ اﻟﻔﺻل وﺟدت إن أﻏﻠب اﻟطﻼب 
	84  ﯾﺗواﺻﻠون ﻣﻌك أو ﻣﻊ ﺑﻌﺿﮭم ﺑﺎﻟﻠﮭﺟﺔ اﻟﻌﺎﻣﯾﺔ ﻟﯾش ﻓﻲ رأﯾك؟
	94 T ... وﷲ اﻟﺳﺑب ﻧﻔس اﻟﺑﯾت اﻟﺑﯾﺋﺔ اﻟﻠﻲ ھو ﯾﻌﯾش ﻓﯾﮭﺎ اﻟطﺎﻟب ﺧﻼص ﻧﺷﺄ ﻋﻠﻰ ﻟﻐﺔ ﻋﺎﻣﯾﺔ.. ﻧﺷﺄﺗﮫ ﻟﺣد
	05  ﺧﻼص ﻟﻐﺔ ﻋﺎﻣﯾﺔ اﻟﺗواﺻل ﻓﻲ اﻟﺑﯾت ﻓﻲ اﻟﻣدرﺳﺔ ﺑﺎﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ 
	15 R ﻣﺎ ھو ﺗﺄﺛﯾر ﻟﻐﺔ اﻟطﺎﻟب ﻓﻲ اﻟﺑﯾت ﻓﻲ اﻟﻣﻧزل ﻗﺑل اﻟﻣدرﺳﺔطﯾب ﯾﻌﻧﻲ أﻧت اﻵن ﻓﻲ رأﯾك اﻟﺷﺧﺻﻲ 
	25  ﺗﻘرﯾﺑﺎ ﻣن آ ﻗﺑل ﺳن اﻟﻣدرﺳﺔ ﺑﺳﻧﺗﯾن اﻟﻔﺗرة ھذي.. ﻣﺎ ھو ﺗﺄﺛﯾر ﻟﻐﺔ اﻟﻣﻧزل ﻋﻠﻰ اﻟطﺎﻟب ﻋﻧدﻣﺎ ﯾﺑدأ ﺗﻌﻠم
	35  اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ﻓﻲ اﻟﺻف اﻷول.. ﯾﻌﻧﻲ ﻣﺎ ھو اﻟﺗﺄﺛﯾر وإﻟﻰ أي ﻣدى؟
	45 T ﯾﻌﻧﻲ ﺗﺄﺛﯾر اﻟﺑﯾت ﺷﻲ أﺳﺎﺳﻲ ﻟﻠطﺎﻟب ﯾﻌﻧﻲ اﻟطﺎﻟب ﯾﺳﺗﻘﺑل ﻣن اﻟﺑﯾت أﻛﺛر ﻣن اﻟﻣدرﺳﺔ ﻧص ﺣﯾﺎﺗﮫ 
	55  أو ﻣﻌظم ﺣﯾﺎﺗﮫ ﻓﻲ اﻟﺑﯾت ﯾﻌﻧﻲ إذا ﺗواﺻل ﺑﺎﻟﻠﻐﺔ اﻟﻌﺎﻣﯾﺔ أﻛﯾد ﯾﺗﻌود ﻋﻠﻰ اﻟﻌﺎﻣﯾﺔ إذا ﺑﺎﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ
	65  ﺑﻣﺷﻲ ع اﻟﻠﻐﺔ اﻟﻔﺻﺣﻰ 
	75 R ﻓﺄﻧت ﺗرى إن ﺗﺄﺛﯾره ﻛﺑﯾر
	85 T ﺑﻘوةﻛﺑﯾر 
	95 R طﯾب اﻟﺗﺄﺛﯾر ھذا ﯾﻛون ﻋﻠﻰ ﻣﺎذا؟ ھل ھو ﻋﻠﻰ طرﯾﻘﺔ اﻟﻛﻼم ھل ھو ﻋﻠﻰ اﻟﻣﻔردات اﻟﺗﻲ ﯾﺳﺗﺧدﻣﮭﺎ
	06  ﯾﻌﻧﻲ ﻣﺎ ھﻲ اﻷﺷﯾﺎء اﻟﻠﻲ ﯾؤﺛر ﻓﯾﮭﺎ ﺗﺗوﻗﻊ ﯾﻌﻧﻲ؟
	16 T طرﯾﻘﺔ اﻟطﺎﻟب ﻓﻲ اﻟﻛﻼم ﺷﻲ ھو اﻟﻠﻲ ﻓﻘط ھو اﻟﻠﻲ ﯾﺄﺛر ﻋﻠﯾﮫ اﻟﻛﻼم
	26 R طﯾب أﯾﺿﺎ ﻓﻲ رأﯾك اﻟﺷﺧﺻﻲ.. أﻧﺎ ودي آﺧذ آراء اﻟﻣﻌﻠﻣﯾن ﻓﻲ اﻟﻣوﺿوع ھذا ھل ﺗظن أن 
	36  أن اﻻزدواﺟﯾﺔ اﻟﻠﻐوﯾﺔ وﺟود ﻟﻐﺔ ﻋﺎﻣﯾﺔ وﻟﻐﺔ ﻓﺻﺣﻰ اﻻزدواﺟﯾﺔ ھذي ﻟﮭﺎ ﺗﺄﺛﯾر ﻋﻠﻰ اﻟطﻼب 
	46  ﻋﻧد ﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ؟
	56 T أﻛﯾد ﻟﮭﺎ ﺗﺄﺛﯾر
	66 R ﻟﻣﺎذا وﻣﺎ ھو اﻟﺗﺄﺛﯾر؟
	76 T ﻷن آ ﯾﻌﻧﻲ أﻧﺎ أﺗﻛﻠم ﻣﻊ طﺎﻟب آ أﺣﯾﺎﻧﺎ ﻟﻐﺔ ﻓﺻﺣﻰ أﺣﯾﺎﻧﺎ ﻟﻐﺔ ﻋﺎﻣﯾﺔ ﺷﺗت اﻟطﺎﻟب أﻧﺎ ﻣﺎ أﻋطﯾﺗﮫ طرﯾق
	86  ﯾﻌﻧﻲ ﯾﻣﺷﻲ ﻋﻠﯾﮫ أﻧﺎ ﻣﺷﺗت اﻟطﺎﻟب ﯾﻌﻧﻲ أﺣﯾﺎﻧﺎ ﻟﻐﺔ ﻓﺻﺣﻰ أو ﻋﺎﻣﯾﺔ ﻣﺎ اﻟطﺎﻟب ﯾﺗﺷﺗت 
	96 R ھذا ﺑﺎﻟﻧﺳﺑﺔ ﻟﻠﻣﻌﻠم.. طﯾب وﻟﻠﺑﯾت واﻟﻣدرﺳﺔ؟
	07 T أﻛﺛر ال آ أوﻟﯾﺎء اﻷﻣور أﻣﯾﯾن ﻣﺎ ﺗﻌﻠم ﻣﺎ ﯾﻊ أﺻﻼ ھو ﺑﺎﻟﻌﺎﻣﯾﺔ ﻋﻧده  اﻟﺑﯾت ﯾﻌﻧﻲ ﻣﻌظم ﻣﺎ ﺗﺣﺻل
	17  ﺻﻌوﺑﺔ ﯾﻌﻧﻲ ﻣﺎ ﯾﻘدر إﻧﮫ ﯾﺗواﺻل ﻣﻊ وﻟده ﺑﺂ اﻟﻔﺻﺣﻰ أو إﻧﮫ ﻣﺎ ﯾﻌرف وش ھﻲ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ
	27  ھذا ھو اﻟﺳﺑب
	37 R طﯾب اﻵن ﯾﻌﻧﻲ أرﯾد أن أﺳﺄﻟك ﻋن اﻟطﻼب ﻓﻲ اﻟﻣرﺣﻠﺔ ﻗﺑل اﻻﺑﺗداﺋﯾﺔ ﻓﻲ ﻋﻣر ﺗﻘرﯾﺑﺎ أرﺑﻊ إﻟﻰ ﺧﻣس 
	47  ﺳﻧوات أﻧت ﻓﻲ رأﯾك ھل ﺗظن ﺑﺄن اﻟطﻼب ﻓﻲ ھذه اﻟﻣرﺣﻠﺔ ﻗﺑل اﻻﺑﺗداﺋﯾﺔ ﻓﻲ ﻋﻣر أرﺑﻊ إﻟﻰ ﺧﻣس ﺳﻧوات
	57  ﺳﻧوات؟ 5 4اﻟﻘراءة ﻓﻲ ھذا اﻟﻌﻣر  ﻟدﯾﮭم اﻟﻘدرة ﻋﻠﻰ اﻟﻘراءة.. ﯾﻌﻧﻲ ﻟو ﺗﻌﻠﻣوا ھل ﻟدﯾﮭم اﻟﻘدرة ﻋﻠﻰ
	67 T ﻷ ﻷ 
	77 R ﻟﻣﺎذا؟
	87 T ﻷن اﻟطﺎﻟب ﻧﻔس ﻣﺧﺎرج اﻟﺣروف ﻧﻔس اﻟﻛﻼم ﻋﻧده ﻣﺎ ﯾﻧطق اﻟﻛﻼم ﺷﻠون ﺑﯾﻘرا اﻟطﺎﻟب ﺑﺎﻗﻲ ﻣﺎ دﺧل
	97  ﺗﻣﮭﯾدي أرﺑﻊ ﺳﻧوات ﻣﺎ دﺧل ﺗﻣﮭﯾدﯾﺔ وﻻ ﺧﻣس ﺳﻧوات ﻣن ﺳت ﺳﻧوات أﺗوﻗﻊ إن اﻟطﺎﻟب ﯾﻘرا
	08 R ﯾﻌﻧﻲ أﻧت ﻓﻲ رأﯾك ﻓﻲ أي ﻋﻣر ﯾﻔﺗرض أو ﯾﺟدر ﺑﺎﻟطﺎﻟب إﻧﮫ ﯾﺑدأ ﺗﻌﻠم اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔ اﻟﻔﺻﺣﻰ ؟طﯾب أﯾﺿﺎ 
	18 T أﺷوف ﻣن ﻋﻣر اﻟس اﻟﺛﺎﻣﻧﺔ اﻟﺳﻧﺔ اﻷوﻟﻰ اﻟطﺎﻟب ﯾﺗﻌﻠم اﻟﺣروف ﻣن اﻟﺣروف وﻧﻔس اﻟﻣﻧﮭﺞ 
	28  ﻣﻌظم اﻟﻣﻧﮭﺞ ﻟﻐﺔ ﻋرﺑﯾﺔ ﻓﺻﺣﻰ ﯾﺑدا اﻟطﺎﻟب 
	38 R ﯾﻌﻧﻲ ﻓﻲ ﺑداﯾﺔ اﻟﻣدرﺳﺔ؟
	48 T ﺑداﯾﺔ اﻟﻣدرﺳﺔ اﻟﺻﻔوف اﻷوﻟﯾﺔ )اﻟﺻف اﻷول( ﯾﺗﻌود ﯾﻌﻧﻲ ﺑداﯾﺔ اﻟطﺎﻟب ﯾﺗﻌود ﻋﻠﻰ اﻟﻠﻐﺔ اﻟﻌرﺑﯾﺔاﯾﮫ 
	58  اﻟﻔﺻﺣﻰ اﻟﺳﻧﺔ اﻟﺛﺎﻣﻧﺔ أﺗوﻗﻊ ﺳن ﻣﻧﺎﺳب
	68 R طﯾب ﻗﺑل ﻗﺑل اﻟﻣدرﺳﺔ اﻻﺑﺗداﺋﯾﺔ.. ھل ﯾﻌﻧﻲ ﺑﻌض ﯾﺟدر ﺑﺎﻟطﺎﻟب ﺗﻌﻠم اﻟﻠﻐﺔ أو ﺗﻛون ﺻﻌﺑﺔ ﻋﻠﯾﮫ؟ 
	78 T ﯾﻌﻧﻲ ﺑﯾﻛون ﺷﻲ ﻣﮭوب ﺻﻌب ﺑﻛﺛرة  ﯾﻌﻧﻲ ﻓﯾﮫ ﺻﻌوﺑﺔ ﺑس ﻣﺎھﯾب درﺟﺔ ﻛﺑﯾرة ﺑس ﻟو ﺗﻌود 
	88  اﻟطﺎﻟب ﺗﻠّﻘﻧوا ﯾﺗﻌود 
	98 R ﻗﺑل اﻟﻣدرﺳﺔ؟
	09 T اﻟﺳﻧﺔ اﻟﺗﻣﮭﯾدﯾﺔ
	19 R ﻓﻲ اﻟﺳﻧﺔ اﻟﺗﻣﮭﯾدﯾﺔ
	29 T ﻗﺑل اﻟﻣدرﺳﺔ ﺑﺳﻧﺔ
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ﺔﻧﺳﺑ ﺔﺳردﻣﻟا لﺑﻗ R 93	
ﺔﺳدﺎﺳﻟاو ﺔﺳﻣﺎﺧﻟا T 94	
تﻧﺳﺣأ ..ﮫﯾا كﻟ ارﻛﺷو ﺔﺻرﻔﻟا ﺔﺣﺎﺗإ ﻰﻠﻋ (مﺳا) ﺎﯾ رﯾﺧ كازﺟﯾ ﷲ R 95	
ﺎﺑﺣرﻣو ﻼھ كﻟ ارﻛﺷ T 96	
كﻟ ارﻛﺷ R 97	
 
* As explained in Subsection 1.4.1, In Saudi Arabia, the five weekdays consist of Sunday 




Appendix 7 The criteria used for determining Standard and Local Arabic, based partly 
on Eid’s 1988 guidelines  
 
In analysing the spoken discourse in my data, I partly drew on the criteria developed by 
Eid (1988) to distinguish between Standard and Local lexical items. Eid (1988) pointed 
that there are 1) items that clearly belong to Standard or Local Arabic 2) intermediate 
items (e.g. Standard Arabic words that lack indicative-mood marking2, such as thhab 
[went] instead of thahaba), and 3) items that are ambiguous (lexicon that are identical in 
both Standard and Local Arabic). The majority of lexical items in my data fall into the 
first two categories. In the first category (clear items), it was easy to determine Standard 
and Local Arabic words. In the second (the intermediate items), I ‘depended on the 
presence/absence of alternative choices for the speaker’, for example, the word thahab 
is considered to belong to Standard Arabic although it lacks the indicative-mood 
marking at the end, because this word is exclusive in Standard Arabic, while the 
alternative word in Local Arabic is rah (Eid, 1988: 56; see the pair items in Subsection 
2.2.2). As for the third category (ambiguous items), I used 1) phonological and 
morphological clues, and/or 2) I used the context. For example, the word ketabi [my 
book] is considered Standard Arabic, while ktabi is considered Local Arabic for 
phonological reasons. Another example is the word ‘mask’. This word ‘mask’ by itself 
cannot be considered to belong to Standard or Local Arabic, because it can belong to 
both. As explained in Chapter 2, there are a number of Standard words that have no 
common equivalents in Local Arabic and therefore they are commonly used in Local 
Arabic, such as the word ‘mask’. The context was used to determine whether such 
words were considered Standard or Local Arabic. An illustrative example would be the 
use of words that have the same pronunciation and commonly used in both English and 
French (i.e. loanwords). If a speaker was speaking in English and used a word that is 
used in French (e.g. déjà vu), it would be considered English in this context. If another 
person was speaking in French and used the same word (de ́jà vu), it would be 
considered a French word. In addition, the Standard Arabic words that were 
mispronounced (e.g. yaqfozo [to jump] instead of yaqzezo) were considered Standard 
Arabic and the same goes for Local words. In relation to students’ stories, I identified a 
                                                
2




forth category, which I refer to as ‘hybrid words’, which are words that have features of 
both Standard and Local Arabic. These words can be referred to as ‘children’s 
innovations’. As explained in Chapter 2, Standard and Local Arabic differ in terms of 
phonology, syntax, and lexicon. A number of children applied the phonological 
structure of Standard to Local words (or the other way around as explained in Section 
6.12 in Chapter 6). These words have features of both Standard and Local Arabic, i.e. 
some children pronounced Local Arabic words in a way that is similar to Standard 
Arabic ones, but do not exist in that language (more details on ‘hybrid language’ are 




Appendix 8 Descriptive statistics of the questionnaire data 




























Doorman, school guard, 















4. Mother’s job 
 Frequency 
Valid 





Missing System 2 
Total 56 
 





















Missing System 1 
Total 56 
 




Middle school 6 










Middle school 1 




Missing System 1 
Total 56 
 
9. The child's family monthly income in SR 
 Frequency 
Valid 
Less than 5000 SR 7 
5000- less than10.000 SR 16 
10.000 - less than 15.000 SR 16 
15.000 - less than 25.000 SR 11 
Over 25.000 SR 4 
Total 54 
Missing System 2 
Total 56 
 




Reception only 21 
Nursery only 4 



















11. When my child was between the ages of 4 and 5, I used to buy Standard Arabic 










12. The first time I bought Standard Arabic books for my child was when he/she was at the age 
 Frequency 
Valid 
3 years old (or younger) 2 
4 years old 13 
5 years old 19 





13.  What is the approximate number of Standard Arabic books that you bought for your 



















10 or more 4 
None  22 
Total 54 





14. What types of books did you buy for your child between the ages of 4 and 5? 




Magazines in Standard 
Arabic  
Storybooks in Standard 
Arabic 
Responses 36  6  28  
 
 
15. I used to borrow Standard Arabic books from the library for my child when he/she 







Missing System 1 
Total 56 
 
16. What is the approximate number of Standard Arabic books that you borrowed from 






None  36 
Total 54 
Missing System 2 
Total 56 
 
17. Did you read Standard Arabic books to your child when he/she was at the age of 4-
5?    
 
 





Magazine in Standard 
Arabic  
Storybooks in Standard 
Arabic 














19. How often did you read Standard Arabic books to your child at the age of 4-5? 
 Frequency 
Valid 
Everyday or almost everyday 2 
Once or twice a week 23 
Once or twice a month 10 
Never or almost never 19 
Total 55 
Missing System 2 
Total 56 
 




5 minutes or less 3 
10 minutes or less 10 
10-15 minutes 16 
Half an hour 6 
I never read to the child 20 
Total 55 
Missing System 1 
Total 56 
 
21. When I was reading to my child at the age of 4-5, I: 
 Frequency 
Valid 
Read only in Standard Arabic 6 
Read in Standard Arabic and used Local Arabic to explain what I 
read 29 
I never read for my child 18 
Total 53 
Missing System 3 
Total 56 
 
















Strongly agree 1 
Neutral 37 
Disagree 8 
Strongly disagree 1 
Total 26 
Missing System 8 
Total 56 
 













Once or twice a week 1 
Once or twice a month 1 
Never or almost never 52 
Total 54 
Missing System 2 
Total 56 
 
26. What is the average time for each day did the child use to spend on reading Standard 
Arabic books by himself/herself at the age of 4-5? 
 Frequency 
Valid 
15-20 minutes 2 
Never read by himself before school 51 
Total 53 








27. My child used to watch TV programmes broadcast in Standard Arabic between the ages of 4 and 5 
 Frequency 
Valid 
Everyday or almost everyday 46 
Once or twice a week 3 
Once or twice a month 1 
Never or almost never 4 
Total 54 
Missing System 2 
Total 56 
 
28. The average time for each day the child used to watch Standard Arabic TV 
programmes before school (between the ages of 4 and 5)? 
 Frequency 
Valid 
10 minutes or less 3 
15-20 minutes 7 
Half an hour 8 
One hour 13 
Two hours or more 19 
Did not watch 2 
Total 52 
Missing System 4 
Total 56 
 
29. Types of programmes the child used to watch between the ages of 4 and 5 






















Responses 27 47 24 41 12 
 
30. My child liked watching children Standard Arabic TV programmes when he/she 




Strongly agree 6 
Neutral 13 
Disagree 2 
Strongly disagree 1 
Total 53 








31. I used to buy Standard Arabic audio martials (e.g. CDs, cassettes) for my child when 








Missing System 2 
Total 56 
 






















Responses 9  21 9 9 6 18 
 
 
33. How often did your child use to listen to Standard Arabic audio martials at the age of 4-5? 
 Frequency 
Valid 
Everyday or almost everyday 10 
Once or twice a week 13 
Once or twice a month 11 
Never or almost never 20 
Total 54 




34. The average time for each day the child listened to Standard Arabic audio martial at 
the age of 4-5? 
 Frequency 
Valid 
5 minutes or less 1 
10 minutes or less 3 
15-20 minutes 18 
Half an hour 6 
One hour 6 
Never listened 20 
Total 54 






35. Types of audio martials the child used to listen to at the age of 4-5 




















Responses 17  20 8 11 10 22 
 
 




Strongly agree 5 
Neutral 18 
Disagree 1 
Strongly disagree 1 
Total 50 





37. I used to buy games for my child at the age of 4-5 containing 
 Frequency 
Valid 
Standard Arabic 14 
Local Arabic 6 
Standard and Local Arabic in the same game 19 
English 6 
None of the above 10 
Total 55 
Missing System 1 
Total 56 
 
38. My child used to play with games containing Standard Arabic at the age of 4-5 
 Frequency 
Valid 
Everyday or almost everyday 9 
Once or twice a week 13 
Once or twice a month 11 
Never or almost never 21 
Total 54 






39. The average time for each day the child used to play with games containing 
Standard Arabic at the age of 4-5 
 Frequency 
Valid 
5 minutes or less 1 
10 minutes or less 9 
15-20 minutes 9 
Half an hour 8 
One hour 5 
Two hours or more 1 
Did not play 21 
Total 54 




Parents’ language at home 
 
40. I used to speak with my child before school (when he/she was at the age of 4-5) in 
 Frequency 
Valid 
Local Arabic only 38 
Local Arabic with some Standard Arabic words 17 
Total 55 




















2. How many children do you have? 




















4. Mother's job 
 Frequency 
Valid 






























Missing System 1 
Total 57 
 
7. Father's level of education 
 Frequency 
Valid 
Middle school 1 






8. Mother's level of education 
 Frequency 
Valid 
Middle school 2 











9. The child's family monthly income in SR 
 Frequency 
Valid 
Less than 5000 SR 2 
5000 – less than10.000 SR 5 
10.000 – less than15.000 SR 14 
15.000 – less than 25.000 SR 16 
Over 25.000 SR 14 
Total 51 
Missing System 6 
Total 57 
 




Reception only 27 
Nursery only 4 





11. When my child was between the ages of 4 and 5, I used to buy Standard Arabic 








Missing System 1 
Total 57 
 




3 years old (or younger) 7 
4 years old 14 
5 years old 20 
In Year One 6 
Never 9 
Total 56 







13. What is the approximate number of Standard Arabic books that you bought for your 






10 or more 7 
none this period 14 
Total 57 
 
14. What types of books did you buy for your child between the ages of 4 and 5? 




Magazines in Standard 
Arabic  
Storybooks in Standard 
Arabic 
Responses  33  8  31  
 
15. I used to borrow Standard Arabic books (from the library) for my child when he/she 








16. What is the approximate number of Standard Arabic books that you borrowed (from 






10 or more 1 
None  37 
Total 54 








17. Did you read Standard Arabic books to your child when he/she was at the age of 4-






Missing System 2 
Total 57 
 





Magazine in Standard 
Arabic  
Storybooks in Standard 
Arabic 
Responses 30  6  29  
 
19. How often did you read Standard Arabic books to your child at the age of 4-5? 
 Frequency 
Valid 
Everyday or almost everyday 7 
Once or twice a week 12 
Once or twice a month 18 
Never or almost never 15 
Total 53 
Missing System 5 
Total 57 
 




5 minutes or less 5 
10 minutes or less 16 
10-15 minutes 11 
Half an hour 4 
One hour 1 
I never read to the child at 
this age 13 
Total 50 








21. When I was reading to my child at the age of 4-5, I 
 Frequency 
Valid 
Read only in Standard Arabic 4 
Read in Standard Arabic and used Local Arabic to explain what I 
read 34 
I never read to my child at this age 12 
Total 50 
Missing System 7 
Total 57 
 






Missing System 3 
Total 57 
 




Strongly agree 1 
Neutral 20 
Disagree 7 
Strongly disagree 1 
Total 30 
Missing System 27 
Total 57 
 
















Everyday or almost everyday 1 
Once or twice a week 2 
Once or twice a month 3 
Never or almost never 27 
Total 33 




26. What is the average time for each day did the child use to spend on reading Standard 
Arabic books by himself/herself at the age of 4-5? 
 Frequency 
Valid 
5 minutes of less 1 
10 minutes or less 3 
15-20 minutes 1 
Half an hour 1 
Never read by himself before school 22 
Total 28 







27. My child used to watch TV programmes broadcast in Standard Arabic between the ages of 4 and 5 
 Frequency 
Valid 
Everyday or almost everyday 40 
Once or twice a week 11 
Once or twice a month 1 
Never or almost never 4 
Total 56 










28. The average time for each day the child used to watch Standard Arabic TV 
programmes before school (between the ages of 4 and 5)? 
 Frequency 
Valid 
5 minutes or less 1 
10 minutes or less 3 
15-20 minutes 6 
Half an hour 9 
One hour 14 
Two hours or more 19 
Never watched such programmes at this age 1 
Total 53 
Missing System 4 
Total 57 
 
29. Types of programmes the child used to watch between the ages of 4 and 5 


















in both Standard and 
Local Arabic 
 
Responses 30  48 30 35  2  
 
30. My child liked watching children Standard Arabic TV programmes when he/she 













31. I used to buy Standard Arabic audio materials (e.g. CDs, cassettes) for my child 













32.What types of audio materials did you buy for your child at the age of 4-5? 



















Responses 15  15  7  5  5  20  
 




34. The average time for each day the child listened to Standard Arabic audio material 
at the age of 4-5? 
 Frequency 
Valid 
5 minutes or less 5 
10 minutes or less 6 
15-20 minutes 12 
Half an hour 4 
One hour 4 
Two hours or more 3 
Never listened to such materials at this age 6 
Total 40 




35. Types of audio materials the child used to listen to at the age of 4-5 




























Everyday or almost everyday 9 
Once or twice a week 17 
Once or twice a month 8 
Never or almost never 14 
Total 48 









Strongly agree 10 
Neutral 17 
Disagree 2 
Strongly disagree 1 
Total 53 












Standard and Local Arabic in 
the same game English 
Responses 22 5 19 16 
 
38. My child used to play with games containing Standard Arabic at the age of 4-5 
 Frequency 
Valid 
Everyday or almost everyday 14 
Once or twice a week 19 
Once or twice a month 10 
Never or almost never 12 
Total 55 




39. The average time for each day the child used to play with games containing 
Standard Arabic at the age of 4-5 
 Frequency 
Valid 
5 minutes or less 4 
10 minutes or less 14 
15-20 minutes 12 
Half an hour 6 
One hour 6 
Two hours or more 3 
Total 45 







Parents’ language at home 
 
40. I used to speak with my child before school (when he/she was at the age of 4-5) in 
 Frequency 
 
Local Arabic only 30 
Local Arabic with some Standard words 25 































3. Father's Job 
 Frequency 
Valid 
Does not work 4 
Doorman, school guard, 
security etc. 7 
Retired 6 
Other 7 
Private sector 1 
Accountant 1 
Translator and missionary 1 
Tiler 1 
Constable 3 
A driver (taxi driver, truck 
driver etc.) 2 










4. Mother's job 
 Frequency 
Valid 
Does not work 34 
Other 1 
Total 35 
Missing System 3 
Total 38 
 
5. Father's age 
 Frequency Percent 
Valid 
26-30 1 2.6 
31-35 8 21.1 
36-40 9 23.7 
41-50 7 18.4 
51-60 9 23.7 
over 60 3 7.9 
Total 37 97.4 
Missing System 1 2.6 
Total 38 100.0 
 
6. Mother's age 
 Frequency Percent 
Valid 
20-25 1 2.6 
26-30 6 15.8 
31-35 15 39.5 
36-40 6 15.8 
41-50 6 15.8 
51-60 2 5.3 
Total 36 94.7 
Missing System 2 5.3 
Total 38 100.0 
 





Middle school 6 










Middle school 12 




9. The child's family monthly income in SR 
 Frequency 
Valid 
Less than 5000 SR 28 
5000 – less than10.000 SR 5 
10.000 – less than15.000 SR 1 
Total 34 
Missing System 4 
Total 38 
 
10. Did the child meant in this questionnaire attend a preschool? 
 Frequency Percent 
Valid 
No 31 81.6 
Reception only 2 5.3 
Nursery only 2 5.3 
Both nursery and reception 3 7.9 





11. When my child was between the ages of 4 and 5, I used to buy Standard Arabic 

















3 years old (or younger)  1 
4 years old 1 
5 years old 8 




13. What is the approximate number of Standard Arabic books that you bought for your 





None  28 
Total 38 
 
14. What types of books did you buy for your child between the ages 4 and 5? 




Magazines in Standard 
Arabic  
Storybooks in Standard 
Arabic 
Responses 12  0  9  
 
15. I used to borrow Standard Arabic books (from the library) for my child when he/she 








Missing System 2 
Total 38 
 
16. What is the approximate number of Standard Arabic books that you borrowed from 





None  26 
Total 34 







17. Did you read Standard Arabic books to your child when he/she was at the age of 4-






Missing System 1 
Total 38 
 





Magazine in Standard 
Arabic  
Storybooks in Standard 
Arabic 
Responses 11 parents 1 parents 5 parents 
 
19. How often did you read Standard Arabic books to your child at the age of 4-5? 
 Frequency 
Valid 
Everyday or almost everyday 3 
Once or twice a week 6 
Once or twice a month 6 
Never or almost never 18 
Total 33 
Missing System 5 
Total 38 
 




5 minutes of less 1 
10 minutes or less 7 
10-15 minutes 2 
Half an hour 2 
One hour 2 
I never read to the child 16 
Total 30 






21. When I was reading to my child at the age of 4-5, I: 
 Frequency 
Valid 
Read only in Standard Arabic 2 
Read in Standard Arabic and used Local Arabic to explain what I 
read 10 
Used the pictures of the books and told the story in Local Arabic 4 
I never read for my child 14 
Total 30 
Missing System 8 
Total 38 
 






Missing System 5 
Total 38 
 




Strongly agree 4 
Neutral 10 
Disagree 4 
Strongly disagree 1 
Total 20 








Strongly agree 5 
Neutral 10 
Disagree 4 
Strongly disagree 2 
Total 35 











Everyday or almost everyday 3 
Never or almost never 30 
Total 33 
Missing System 5 
Total 38 
 
26. What is the average time for each day did the child use to spend on reading Standard 
Arabic books by himself/herself at the age of 4-5? 
 Frequency 
Valid 
5 minutes of less 1 
15-20 minutes 1 
Half an hour 1 
Never read by himself before school 22 
Total 25 






27. My child used to watch TV programmes broadcast in Standard Arabic between the ages of 4 and 5 
 Frequency 
Valid 
Everyday or almost everyday 19 
Once or twice a week 4 
Once or twice a month 8 
Never or almost never 4 
Total 35 
















28. The average time for each day the child used to watch Standard Arabic TV 
programmes before school (between the ages of 4 and 5)? 
 Frequency 
Valid 
5 minutes or less 1 
10 minutes or less 1 
15-20 minutes 6 
Half an hour 10 
One hour 3 
Two hours or more 8 
Never watched such programmes 2 
Total 31 
Missing System 7 
Total 38 
 
29. Types of programmes the child used to watch between the ages of 4 and 5 






















Responses 15  23  19  21  4  
 
30. My child liked watching children Standard Arabic TV programmes when he/she 
























31. I used to buy Standard audio martials (e.g. CDs, cassettes) for my child when he/she 








Missing System 1 
Total 38 
 
32. What types of audio martials did you buy for your child at the age of 4-5? 




















Responses 4  9 7 7 2 14 
 




Everyday or almost everyday 8 
Once or twice a week 6 
Once or twice a month 6 
Never or almost never 16 
Total 36 
Missi




















34. The average time for each day the child listened to Standard Arabic audio martial at the 
age of 4-5? 
 Frequency 
Valid 
5 minutes or less 1 
10 minutes or less 3 
15-20 minutes 4 
Half an hour 7 
One hour 2 
Two hours or more 3 
Never listened to such 
materials  16 
Total 36 




35. Types of audio martials the child used to listen to at the age of 4-5 




















Responses 5  8 9 6 2 9 
 




Strongly agree 7 
Neutral 10 
Disagree 3 
Strongly disagree 1 
Total 35 


















37. I used to buy games for my child at the age of 4-5 containing 
 Frequency 
Valid 
Standard Arabic 4 
Local Arabic 10 
Standard and Local Arabic in the same game 8 
English 1 
None of the above 13 
Total 36 
Missing System 2 
Total 38 
 
38. My child used to play with games containing Standard Arabic at the age of 4-5 
 Frequency 
Valid 
Everyday or almost everyday 2 
Once or twice a week 6 
Once or twice a month 4 
Never or almost never 21 
Total 33 





39. The average time for each day the child used to play with games containing 
Standard Arabic at the age of 4-5 
 Frequency 
Valid 
10 minutes or less 6 
15-20 minutes 2 
Half an hour 3 
One hour 1 
Did not play with such 
games 20 
Total 32 











Parents’ language at home: 
 
40. I used to speak with my child before school (when he/she was at the age of 4-5) in 
 Frequency 
Valid 
Local Arabic only 28 
Local Arabic with some Standard Arabic words 8 
Other 1 
Total 37 

























3. Father's Job 
 Frequency 
Valid 








4. Mother's job 
 Frequency 
Valid 






















over 60 3 
Total 49 
Missing System 2 
Total 51 
 















Middle school 12 





Missing System 2 
Total 51 
 





Middle school 16 










9. The child's family monthly income in SR 
 Frequency 
Valid 
Less than 5000 SR 14 
5000 – less than10.000 SR 19 
10.000 – less than15.000 SR 6 
15.000 – less than 25.000 SR 9 
Over 25.000 SR 3 
Total 51 
 




Reception only 12 
Nursery only 1 





11. When my child was between the ages of 4 and 5, I used to buy Standard Arabic 







Missing System 1 
Total 51 
 




3 years old (or younger) 7 
5 years old 6 
In Year One 7 
Never 30 
Total 50 









13. What is the approximate number of Standard Arabic books that you bought for your 












14. What types of books did you buy for your child between the ages of 4 and 5? 




Magazines in Standard 
Arabic  
Storybooks in Standard 
Arabic 
Responses 10  1  6  
 
15. I used to borrow Standard Arabic books from the library for my child when he/she 







Missing System 1 
Total 51 
 
16. What is the approximate number of Standard Arabic books that you borrowed (from 





None  41 
Total 50 






















Magazine in Standard 
Arabic  
Storybooks in Standard 
Arabic 
Responses 11  3  8  
 
19. How often did you read Standard Arabic books to your child at the age of 4-5? 
 
 




5 minutes or less 5 
10 minutes or less 5 
10-15 minutes 6 
Half an hour 1 
I never read to the child at 
this age 33 
Total 50 
Missing System 1 
Total 51 
 
21. When I was reading to my child at the age of 4-5, I 
 Frequency 
Valid 
Read in Standard Arabic and used Local Arabic to explain what I 
read 16 
Used the pictures of the books and told the story in Local Arabic 2 




Everyday or almost everyday 1 
Once or twice a week 6 
Once or twice a month 10 
Never or almost never 33 
Total 50 











Missing System 4 
Total 51 
 





Strongly disagree 3 
Total 37 
Missing System 14 
Total 51 
 














Once or twice a week 1 
Never or almost never 46 
Total 47 












26. What is the average time for each day did the child use to spend on reading Standard 
Arabic books by himself/herself at the age of 4-5? 
 Frequency 
Valid 
5 minutes of less 1 
Never read by himself before school 46 
Total 47 






27. My child used to watch TV programmes broadcast in Standard Arabic between the ages of 4 and 5 
 Frequency 
Valid 
Everyday or almost everyday 37 
Once or twice a week 3 
Once or twice a month 3 
Never or almost never 6 
Total 49 




28. The average time for each day the child used to watch Standard Arabic TV 
programmes before school (between the ages of 4 and 5)? 
 Frequency 
Valid 
5 minutes or less 2 
10 minutes or less 3 
15-20 minutes 7 
Half an hour 6 
One hour 10 
Two hours or more 15 
Did not watch such programmes at this age 6 
Total 49 




29. Types of programmes the child used to watch between the ages of 4 and 5 


















produced in both 
Standard and Local 
Arabic 
 




30. My child liked watching children Standard Arabic TV programmes when he/she 




Strongly agree 5 
Neutral 11 
Strongly disagree 1 
Total 50 





31. I used to buy Standard Arabic audio martials (e.g. CDs, cassettes) for my child when 








32. What types of audio martials did you buy for your child at the age of 4-5? 




















Responses 7  13 2 4 2 9 
 




Everyday or almost everyday 5 
Once or twice a week 6 
Once or twice a month 15 
Never or almost never 22 
Total 48 





34. The average time for each day the child listened to Standard Arabic audio martial at 
the age of 4-5? 
 Frequency 
Valid 
5 minutes or less 7 
10 minutes or less 5 
15-20 minutes 9 
Half an hour 2 
One hour 3 
Never listened to such 
materials at this age 22 
Total 48 
Missing System 3 
Total 51 
 
35. Types of audio martials the child used to listen to at the age of 4-5 




















Responses 10 13 7 2 5 11  
 




Strongly agree 6 
Neutral 22 
Disagree 5 
Strongly disagree 1 
Total 50 






37. I used to buy games for my child at the age of 4-5 containing 
 Frequency 
Valid 
Standard Arabic 9 
Local Arabic 9 
Standard and Local Arabic in the same game 17 
English 4 





38. My child used to play with games containing Standard Arabic at the age of 4-5 
 Frequency 
Valid 
Everyday or almost everyday 8 
Once or twice a week 8 
Once or twice a month 8 
Never or almost never 26 
Total 50 




39. The average time for each day the child used to play with games containing 
Standard Arabic at the age of 4-5 
 Frequency 
Valid 
5 minutes or less 4 
10 minutes or less 3 
15-20 minutes 6 
Half an hour 5 
One hour 5 
Two hours or more 1 
Did not play with such 
games at this age 25 
Total 49 




Parents’ language at home: 
 
40. I used to speak with my child before school (when he/she was at the age of 4-5) in 
 Frequency 
Valid 
Local Arabic only 44 
Local Arabic with some Standard words 6 






Appendix 9 Outcomes of the chi-square tests 
Table 9.A Outcome of a chi-square test of independence examining the relationship between 
parents’ reading to their children and their education levels 
 






Pearson Chi-Square 26.073a 1 .000   
Continuity Correctionb 24.615 1 .000   
Likelihood Ratio 26.621 1 .000   
Fisher's Exact Test    .000 .000 
Linear-by-Linear 
Association 25.938 1 .000 
  
N of Valid Cases 194     
a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 40.36. 
b. Computed only for a 2x2 table 
 
 
Table 9.B Outcome of a chi-square test of independence  examining the relationship between 
children’s preschool attendance and their parents’ level of education. 
 






Pearson Chi-Square 34.326a 1 .000   
Continuity Correctionb 32.673 1 .000   
Likelihood Ratio 35.246 1 .000   
Fisher's Exact Test    .000 .000 
Linear-by-Linear 
Association 34.155 1 .000 
  
N of Valid Cases 200     
a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 40.50. 
b. Computed only for a 2x2 table 
 
 
Table 9.C Outcome of a chi-square test of independence examining the relationship between 
children’s preschool attendance and their parents’ monthly incomes. 
 






Pearson Chi-Square 18.625a 1 .000   
Continuity Correctionb 17.386 1 .000   
Likelihood Ratio 18.960 1 .000   
Fisher's Exact Test    .000 .000 
Linear-by-Linear 
Association 18.527 1 .000   
N of Valid Cases 189     
a. 0 cells (0.0%) have expected count less than 5. The minimum expected count is 42.77. 




Appendix 10 A comparison between the information provided in the interviews with 







Father’s level of 
education 
None: 3 None: 3 
The information was very consistent 
except for one father who ticked ‘middle 
school education’ in the questionnaire and 
said in the interview he was a primary 
graduate 
Primary: 5 Primary: 6 
Middle school: 3 Middle school: 2 
High school: 8 High school: 8 
Bachelor's: 8 Bachelor's: 8 
Masters: 1 Masters: 1 
Mother’s level of 
education 
None: 4 None: 4 
Questionnaire and interviews are 
consistent 
Primary: 3 Primary: 3 
Secondary: 5 Secondary: 5 
High school: 7 High school: 7 
Bachelor’s: 9 Bachelor’s: 9 
Attending 
preschool 
Never 16 Never 16 
Questionnaire and interviews are 
consistent 
Reception only: 5 Reception only: 5 
Nursery only: 2 Nursery only: 2 
Both nursery and 
reception: 5 
Both nursery 
and reception: 5 
Buying books 
15 said they never 
bought Standard 
books (in the 
preschool period) 






One of the fathers said in the interview 
that he did not buy any Standard books 
before Year One, while in the 
questionnaire he indicated to have bought 
1-3 books. The other father said in the 
interviews that he bought around 2 
Standard books, whereas in the 
questionnaire the child was reported, by 
his mother, to have been bought 4-6 
Standard books. 
13 said they did so 12 said they did 
so 
Borrowing books 
20 said they never 
borrowed any 
Standard books from 
the library 
21 said they 
never borrowed 
any Standard 
books from the 
library 
Questionnaire and interviews are 
consistent 
7 indicated they did 7 said they did 
1 did not respond  
Reading 
Yes 16 Yes 15 Mostly consistent. Only one of the 
interviewees said that the child was never 
exposed to any Standard books before 
school, but in the questionnaire the mother 
indicated the child was read to once a 
month before Year One. 
No 12 No 13 
Did the child 
read by himself 
Standard books 
when he was at 
the age of 4-5? 
26 no 
28 said no Questionnaire and interviews are 





Everyday: 18 Everyday: 20 Only two differences: 
One father indicated in the questionnaires 
that the child watched Standard 
programmes once a week, and another 
father said the child watched once or 
twice a month, while in the interviews 
they said these two children watched 
Once or twice a 
week: 1  
Once or twice a 
month: 7 
Once or twice a 
month: 6 
Never or almost 
never: 2 




Standard programmes on a daily basis 
before school. 
The most poplar 
types of 
programmes 
Animated cartoons Animated 
cartoons 





Never or rarely 
listened to Standard 
materials: 17 
Never did so: 18 
Only one parent indicated in the 
questionnaire that the child used to listen 
to Standard materials once a month but in 
the interviews he said the child never 
listened to Standard materials before 
school. 
11 listened to 
Standard materials 10 did so 
Did the children 
paly with 
Standard games 
8 played with 
Standard games 8 did Questionnaire and interviews are 
consistent 19 did not paly 20 did not 1 no response 
Home language 
Local Arabic was 
the main language 
used 
Local Arabic 
was the main 
language used 
Questionnaire and interviews are 
consistent 
Opinions   
Five differences were found; it might be 
because the mothers were the ones who 
filled out these five questionnaires, while 
the interviews were conducted with the 
fathers; and thus, it appears that they had 



















































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































..: short pause (less than 2 seconds) 
?: indicates a question. 
 
 
BAramiJCartton, 2015. Cartoon SpongeBob Alakbar Alzaef. [Online]. [Accessed 12 November 
2015]. Available from: https://www.youtube.com/watch?v=yj84v2morq8 
  
باﺮﻛ  اﺪﯾﺪﺟ ﻼﯿﻤﻋ ﻢﻛ ..ﻰﺘﻓ ﺎﯾ ﻲﻟ ﻞﻗ؟نﻵا ﻰﺘﺣ ﺎﻨﯿﻟإ ءﺎﺟ  
Crab so tell me boy.. how many new customers have come to us so far? 
بﻮﺑ ﺞﻧﻮﺒﺳ  ﺪﺣأ ﻻ ..ىﺮﻨﻟ  






Appendix 13 An example of one of the famous song produced in Local Arabic by Tyor 






Lyrics – the first part of the song (entirely in Local Arabic): 
 
اواو ﻲﻧﺎﻨﺳأ ﺎﺑﺎﺑ ﺎﯾ" 
ﺐﯿﺒﻄﻟا ﺪﻨﻋ ﻲﻨﯾدو 
"ﺐﯿﻠﺤﻟا بﺮﺷأ يﺪﺑ ﺲﺑ ﮫﺗﻼﻛﻮﺷ يﺪﺑ دﺎﻋ ﺎﻣ 
‘oh dad my teeth are aching 
take me to the doctor 
I don’t want any more chocolate, I only want milk’ 
 
TheMno3, 2012. Ya Baba Asnani Wawa – Toyor Al Ajannah. [Online]. [Accessed 12 November 













The language was entirely in Local Arabic, as follows (2:14-2:29): 
 
Hammany: [knocking the door] 
ﻲﻨﻤﺣ:  قﺮﻄﯾ][بﺎﺒﻟا  
Saleh: Who is there? 
ﺢﻟﺎﺻ: ؟ﻮھ ﻦﻣ 
Hammany: I’m Hammany.. open the door 
ﻲﻨﻤﺣ: بﺎﺒﻟا ﺢﺘﻓا ..ﻲﻨﻤﺣ ﺎﻧأ 
Saleh: okay okay 
ﺢﻟﺎﺻ: ﺐﯿط ﺐﯿط 
Hammany: What is this? 
ﻲﻨﻤﺣ: ؟ﻚﻌﻣ ﻲﻠﻟا اذ شو 
Saleh: This is the flacon that will hunt everything we want 
ﺢﻟﺎﺻ: ﮫﯿﺒﻧ ﻲﻠﻟا ﻞﻛ ﺎﻨﻟ ﺪﯿﺼﯿﺑ ﻲﻠﻟا ﺮﻘﺼﻟا اﺬھ 
 
Key conventions: 
..: short pause (less than 2 seconds) 
?: indicates a question. 
[]: non-verbal actions 
 
Aboebhar, 2011. Shoded wa Tammam Aldab wa Aljarbo. [Online]. [Accessed 12 November 





Appendix 15 Task specifications 
15.1 Listening comprehension 
 
General description (GD) 
The participating students will perform two listening comprehension tasks. In each task, 
students will listen to a short story in Standard Arabic (for less than 2 minutes) that suits 
children at the age of 6-7 years old, and then answer five multiple-choice questions. 
 
The participating students will be assessed to obtain insights about their abilities to 
understand the global meaning of the Standard Arabic story they listen to (the main idea 
of the text or the ability to draw a conclusion) as well as the local meaning (to be able to 
locate specific information or understand the meaning of a particular word). The story 
they will listen to includes words/sentences that are suitable for Year One students, in 
which the text is not linguistically demanding (texts that contain simple statements and 
common Standard Arabic words). 
 
Sample Item (SI) 
Children should first listen carefully to the story that will be told by the teacher, and 
then they will be asked to answer five questions, in each question there are three options 
in which they only tick one correct answer. 
 
Prompt attributes (PA)  
The PA takes the form of multiple-choice questions. Each test item contains a statement 
or question followed by three options. Each task contains 5 questions. Students will be 
instructed to choose (in each question) one correct answer from the three options. 
 
 
Response attributes (RA) 
The RA is in the form of choosing only one correct answer by putting a tick (or cross) 











15.2 Storytelling activities 
 
General description (GD) 
Each participating child will tell the researcher a story in Standard Arabic (in a one-to-
one setting) that depicts the series of pictures he sees. The pictures are structured; they 
depict connected events. The aim of the task is to tap into students’ abilities to speak 
using Standard Arabic to describe/talk about a given topic in the classroom (in an 
educational setting). 
 
Sample Item (SI) 
Each child will have a one-minute preparation to look at the entire pictures and have a 
general sense of what the story is about, and then tell the researcher a short story that 
depicts these pictures.  
 
Prompt attributes (PA)  
The PA takes the form of pictures shown to the children in combination with oral 
prompts and questions in a one-to-one setting; each child will be shown a series of 
connected pictorial story and asked (in Standard Arabic) to talk about it. The researcher 
will use oral prompts to elicit more responses from the child such as ‘tell me a story’ 
and to ask ‘why’. 
 
Response attributes (RA) 
The RA is in the form of oral response, in which each child should talk about the series 








































































The fox and the camel3 
 
There was a hungry fox who was looking for food4, none of his tricks have succeeded to 
catch anything yet. While he was walking, he saw, in a far distance, a big camel 
coming, carrying a bundle of firewood on his back. 
 
The fox fantasised about hunting this camel so he could have a lot of food! So he 
decided to pursue his dream in order to have food for the following weeks. He said to 
himself: ‘There must be a trick that makes the camel lower his neck so I can catch it, the 
same I usually do to catch the necks of rabbits and chickens when I hunt them’. 
 
The fox waited until the camel came close, he pretended to be dead, laying down and 
spreading his legs, as he did to trick the chickens and rabbits to catch their necks. When 
the camel came, he did not lower his neck as the fox wished, instead, he pushed the fox 




                                                
3
 I translated the story, which was taken from Sultan (2012). 
4
 The first sentence was adjusted to suit the listening activities. The original sentence was ‘the fox 



































The cock and the sheep5 
 
The little sheep spent the rest of the day with his family, and then they all came back to 
the barn. The shepherd closed the door and they all slept so they can be ready for the 
morning. However, the little sheep did not sleep and kept playing and jumping, and did 
not sleep until midnight. 
 
At daybreak, the red cock climbed the surface of the barn and crowed. The shepherd 
woke up as well as all the sheep except for the little sheep. The herd of sheep followed 
the shepherd while the little sheep was still sleeping.  
 
When the little sheep woke, he knew that his family went early with the shepherd to the 
pasture. He went to the red cock and said angrily: ‘why did not you crow so I wake up 
early?’ The cock replied calmly: ‘I crowed in time, and it is not my fault that you did 
not hear me’. 
 
The little sheep was hungry for the entire day as a punishment for not waking up early. 
In the next night, he slept early and woke up instantly when he heard the cock crowing 
at daybreak. 
  
                                                
5























  . ﻛﺎن اﻟﺛﻌﻠب ﯾﺑﺣث ﻋن.....١
          
                                        
  طﻌﺎم                             ﺷﺟرة                         ﻣﺎء             
 
 
  . ﻣﺎذا ﻛﺎن ﯾﺣﻣل اﻟﺟﻣل ﻓوق ظﮭره؟٢
                                      
  ﻛﺗب                               ﻓواﻛﮫ                             ﺣطب               
  
 
  ﻛﺎن اﻟﺛﻌﻠب ﯾرﯾد... .٣
  اﻟﺗﺣدث ﻣﻊ اﻟﺟﻣل            ﺻﯾد اﻟﺟﻣل                    اﻟﻠﻌب ﻣﻊ اﻟﺟﻣل             
 
 
  ﯾرﯾد اﻟﺛﻌﻠب ﻋﻣل ﺣﯾﻠﺔ؟ ﻛﻲ ﯾﻣﺳك..... .٤
                                                     
  ﺳﻧﺎم اﻟﺟﻣل                      ﯾد اﻟﺟﻣل                            رﻗﺑﺔ اﻟﺟﻣل          
 
 
  اﻟﺛﻌﻠب؟ ﺧطﺔﻓﻲ ﻧﮭﺎﯾﺔ اﻟﻘﺻﺔ: ھل ﻧﺟﺣت  .٥
  ﻧﻌم                         ﻻ                            رﺑﻣﺎ          
	
	 
	  	  	 
	 
	 
	  	  	 
	 





Student Name: …………..            
 
1. The fox was looking for… 
                                        
                   Water                              A tree                      Food 
 
2. What was the camel carrying on his back?  
                                      
             Books                                     Fruit                          Firewood   
 
 
3. The Fox wanted to.. 
          Talk to the camel              Hunt the camel             Play with the camel  
 
4. The fox did a trick to catch the.. 
                                                           
          Camel’s back                        Camel’s hand                   Camel’s neck 
 
 
5. At the end of the story, did the fox’s plan work? 
 























  اﻟﺻﻐﯾر؟ ﻣﺗﻰ ﻧﺎم اﻟﺧروُف . 1
 




  اﻟدﯾك ﻓﻲ اﻟﻘﺻﺔ؟ ﻣﺎ ﻟوُن . 2




  ﻓﻲ اﻟﯾوم اﻟﺗﺎﻟﻲ: ﺻﺣﻰ اﻟﺧروف.... 3
 




  . ﻛﺎن ﻋﻘﺎب اﻟﺧروف اﻟﺻﻐﯾر أﻧﮫ ظل..4




  ....ﻓﻲ اﻟﻠﯾﻠﺔ اﻟﺗﺎﻟﯾﺔ: ﻧﺎم اﻟﺧروف اﻟﺻﻐﯾر. 5
        


















1. When did the little sheep sleep? 
           At dusk                 Early evening                At midnight 
 
 
2. What was the colour of the cock in the story? 
                      
          Red                                    Black                                     White 
 
 
3. In the next day, the little sheep woke up.. 
                             
         Fresh                                 Late                                  Early 
 
 
4. The punishment of the little sheep was that he was                                        
    Sad for the whole day               Hungry for the whole day                   Sleeping for the whole day                  
 
 
5. At the next night: the little sheep slept 
          Early                         Late                              Did not sleep 
  
362 
Appendix 20 Pictures used in the storytelling activities 
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 1 R طﯾب.. أرﯾد ﻣﻧك اﻵن أن ﺗﻘص ﻟﻲ ﻗﺻﺔ ﻋن ﻣﺎذا ﯾﺣدث ﻓﻲ ھذه اﻟﺻور.. ﻣﺎذا ﺗرى ھﻧﺎ؟
 2 S ﯾﻠﻌﺑوا وأﻣﮭم ﺗﺗﻔرج ﻋﻠﯾﮭم
 3 R أﻣم.. ﯾﻠﻌﺑون ﺑﻣﺎذا؟
 4 S ﺑﺎﻷﻟﻌﺎب
 5 R أﺣﺳﻧت.. ﻣﺎذا ﺣدث ﺑﻌد ذﻟك؟
 6 S ... ﯾت.. ﯾﺗﺿﺎرﺑون ﻋﻠﻰ اﻷﻟﻌﺎب
 7 R آه
 8 S وأﻣﮭم ﺗﻔﺎرع ﻓﯾﮭم
 9 R آه.. ﻟﻣﺎ ﻟﻣﺎذا ﯾﺗﺿﺎرﺑون؟
 01 S ﻋﺷﺎن اﻷﻟﻌﺎب
 11 R آ أﺣﺳﻧت.. وﺑﻌد ذﻟك ﻣﺎذا ﺣدث؟
 21 S راح راح ﻏرﻓﺗﮫ ﯾﺑﻛﻲ ﻋﺷﺎن اﻷﻟﻌﺎب
 31 R ﻟﻣﺎذا ﯾﺑﻛﻲ؟
 41 S ﻋﺷﺎن اﻷﻟﻌﺎب
 51 R أﺣﺳﻧت.. وﺑﻌد ذﻟك ﻣﺎذا ﺣدث؟
 61 S زﻋﻼن أﻣو "ﺗﻘول" ﻟو ﺧﻼص
 71 R ﻣﺎذا ﻗﺎل ﻟﮭﺎ؟
 81 S ...
 91 R إﯾش ﻗﺎﻟﮭﺎ؟
 02 S ... ﻗﺎﻟﮭﺎ ﺳﺎﻣﺣﯾﻧﻲ
 12 R ﯾﺎ ﺳﻼم.. ﺟﻣﯾل.. طﯾب.. ھﻧﺎ ﻓﻲ ﻧﮭﺎﯾﺔ اﻟﻘﺻﺔ ﻣﺎذا ﺣدث؟ 
 22 S ﻟﻌﺑوا.. ﺟﺎﻟﺳﯾن ﯾﻠﻌﺑون ﯾﺗﺻﺎﻟﺣوا
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 1 R أرﯾد ﻣﻧك اﻵن أن ﺗﻧظر إﻟﻰ ھذه اﻟﺻور وﺗﻘول ﻟﻲ ﻗﺻﺔ ﻋن ﻣﺎذا ﯾﺣدث ﻓﯾﮭﺎ.. ﻣﺎذا ﺗرى ھﻧﺎ؟
 2 S  ﯾﻠﻌﺑون ﯾﻠﻌب آ.. )...( 
 3 R أﺣﺳﻧت.. ﯾﻠﻌﺑون ﺑﻣﺎذا؟
 4 S ﺑﺄﻟﻌﺎب
 5 R أﺣﺳﻧت.. وﻣﺎذا ﺗرى أﯾﺿﺎ؟
 6 S أرى ﺑﻧت
 7 R أﺣﺳﻧت.. ﻣﺎذا ﺗﻔﻌل؟
 8 S ﺗﺷرب
 9 R أﺣﺳﻧت.. ﻣﺎذا ﺣدث ﺑﻌد ذﻟك؟
 01 S ﯾﺗﺿﺎرﺑون
 11 R ﻟﻣﺎذا؟
 21 S .. ﻷن اﻷم.. ﻷن اﻷم ﻟم ﺗدﻋﮭﺎ ﺗﺿرﺑﮭﺎ
 31 R أﺣﺳﻧت.. طﯾب.. ﻣﺎذا ﺣدث ﺑﻌد ذﻟك؟
 41 S ﺗﺑﻛﻲ
 51 R ﻟﻣﺎذا؟
 61 S ﻷن اﻷم ﻟم ﺗدﻋﮭﺎ ﺗﺿرب اﻟﺑﻧت
 71 R ﺻﺣﯾﺢ.. ﻣﺎذا ﺣدث ﺑﻌد ذﻟك؟
 81 S ﻗﺎﻟت ﻟﮭﺎ ﻻ ﺗذﻋﻠﻲ.. أﻧﺎ ﺳوف أﺿرﺑﮭﺎ.. ﻟك
 91 R أﺣﺳﻧت ﻣﻣﺗﺎز.. وﻓﻲ ﻧﮭﺎﯾﺔ اﻟﻘﺻﺔ ھﻧﺎ ﻣﺎذا ﺣدث؟
 02 S ﻗﺎﻟت ﻟﯾﮭﺎ ﻣﺎ رأﯾك ﻧﻠﻌب
 12 R أﺣﺳﻧت 
 22 S ﻗﺎﻟت ﺣﺳﻧﺎ ﺳوف ﻧﻠﻌب





 SCS morf stneduts gnitapicitrap eht fo enO 3.12





 1 R أرﯾد ﻣﻧك اﻵن أن ﺗﻧظر إﻟﻰ ھذه اﻟﺻور وﺗﻘول ﻟﻲ ﻗﺻﺔ ﻋن ﻣﺎذا ﯾﺣدث ﻓﯾﮭﺎ.. ﻣﺎذا ﺗرى ھﻧﺎ؟
 2 S ﯾﻠﻌﺑوا ﻛرة ف ذا
 3 R ﻣن ھم اﻟذﯾن ﯾﻠﻌﺑون اﻟﻛرة؟
 4 S أﺧوان
 5 R أﺣﺳﻧت.. ﺑﻌد ذﻟك ﻣﺎذا ﺣدث؟
 6 S )..( رﻛل اﻟﻛرة ﺑﻌﯾدا ﻓطﺎﺣت ﻓﻲ راس ﻣﺻﻠﺢ اﻷوراد )اﻷوراق(
 7 R آه أﺣﺳﻧت.. طﯾب وﺑﻌد ذﻟك ﻣﺎذا ﺣدث؟
 8 S ﺑﻌد ذﻟك ﯾﺻرﺧوا ﯾﻘوﻟوا... ﯾﺎ ﺧﺎل رﺟﻊ ﻟﻧﺎ اﻟﻛرة.. ﺑﻌدﯾن رﻣﺎھﺎ ﺑﻌﯾدا
 9 R ﻣن اﻟذي رﻣﺎھﺎ؟
 01 S اﻟﻣﺻﻠﺢ اﻷوراد
 11 R أﺣﺳﻧت.. رﻣﺎھﺎ ﻟﻣن؟
 21 S ﻟﮭم
 31 R أﻣم أﺣﺳﻧت.. وﺑﻌد ذﻟك ھﻧﺎ ﻓﻲ ﻧﮭﺎﯾﺔ اﻟﻘﺻﺔ ﻣﺎذا ﺣدث؟
 41 S ﺑﻌد ذﻟك ﻟﻌﺑوا
 51 R أﺣﺳﻧت
 61 S ﻟﻌﺑوا ﺑﺎﻟﻛرة
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 1 R أرﯾد ﻣﻧك أن ﺗرﻓﻊ ﺻوﺗك وﺗﻘول ﻟﻲ آ ﻗﺻﺔ ﻋن ﻣﺎذا ﯾﺣدث ﻓﻲ ھذه اﻟﺻور.. ﻣﺎذا ﯾﺣدث ھﻧﺎ؟
 2 S ﯾﻠﻌﺑون أﻟﻌﺎﺑﮭم وأﻣﮫ ﺗﺷرب ﻣوﯾﮫ ﺗﺷرب ﻋﺻﯾر ﺗﺷوﻓﮭم ﺗﻧﺎظر ﻓﯾﮭم
 3 R أﺣﺳﻧت.. ﯾﺎ ﺳﻼم.. ﺟﻣﯾل.. ﻣﺎذا ﺣدث ﺑﻌد ذﻟك؟
 4 S ﺗﮭﺎوﺷوا ﻋﺷﺎن ﻛﺳر اﻟﻠﻌﺑﺔ
 5 R ﻣن ﻛﺳر اﻟﻠﻌﺑﺔ؟
 6 S أﺧواﻧﮫ
 7 R أﺣﺳﻧت.. طﯾب
 8 S راح ﻟﻐرﻓﺗﮫ
 9 R ارﻓﻊ ﺻوﺗك
 01 S راح ﻟﻐرﻓﺗﮫ وﺗﮭﺎوش
 11 R ﻟﯾش راح ﻟﻐرﻓﺗﮫ؟
 21 S ﻋﺷﺎن آ ﺗﮭﺎوش ﻣﻌﮫ.. ﻣﻊ أﺧوه
 31 R أﺣﺳﻧت.. ﻣﺎذا ﯾﺣدث ھﻧﺎ؟ ﻣﺎذا ﯾﻔﻌل؟
 41 S ﻣﻧﺳدح ﯾﺻﯾﺢ
 51 R ﺻﺣﯾﺢ.. ﺟﻣﯾل.. طﯾب.. وﻣﺎذا ﺣدث ﺑﻌد ذﻟك؟
 61 S أم أﻣﮫ ﻗﺎﻟت ﻋﺎ ﻋﻼﻣك
 71 R أﺣﺳﻧت
 81 S وھو ﻗﺎ.. واﻟﺑﻧت ﻗﺎﻟت
 91 R اﯾﮫ
 02 S ﻓﯾﮫ واﺣد ﺿرﺑﻧﻲ
 12 R أﺣﺳﻧت.. ﻣن ﺿرﺑﮫ؟
 22 S .. أﺧواﻧﮫ
 32 R أﺣﺳﻧت.. طﯾب
 42 S أﻣﮫ زﯾﻧت اﻟﻠﻌﺑﺔ
 52 R أﺣﺳﻧت.. وھﻧﺎ ﻣﺎذا ﯾﻔﻌﻠون؟
 62 S ﺗﺳﺎﻣﺣوا
 72 R أﺣﺳﻧت.. ﺟﻣﯾل ﻣﺎ ﺷﺎء ﷲ ﻋﻠﯾك
 
 yadnuS fo tsisnoc syadkeew evif eht ,aibarA iduaS nI ,1.4.1 noitcesbuS ni denialpxe sA *
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 1 R أرﯾد ﻣﻧك اﻵن ﺑس ﺗرﻓﻊ ﺻوﺗك ﺷوي آ وﺗﻘول ﻟﻲ ﻗﺻﺔ ﻋن ﻣﺎذا ﯾﺣدث ﻓﻲ ھذه اﻟﺻور.. ﻣﺎذا ﺗرى ھﻧﺎ؟
 2 S ﯾﻠﻌﺑون
 3 R أﺣﺳﻧت.. ﯾﻠﻌﺑون ﺑﻣﺎذا؟
 4 S ﺑﺎل آ ﺑﯾت
 5 R ﺟﻣﯾل
 6 S ﺗﻧظف اﻷﻛواب
 7 R ﻧﻌم
 8 S  اﻷﻛواب ﺗﻧظف
 9 R ﻣﻣﺗﺎز.. ﻣن ﺗﻧظف اﻷﻛواب؟
 01 S ھﺎ
 11 R ﻣن ﯾﻧظف اﻷﻛواب؟
 21 S أﻣﮭم
 31 R أﺣﺳﻧت.. ﺟﻣﯾل.. طﯾب ﺑﻌد ذﻟك ﻣﺎذا ﺣدث؟
 41 S ﺗزاﻋﻠوا
 51 R ﻟﻣﺎذا؟
 61 S ﻷﻧﮭم ﺧرﺑوا.. ﺧرﺑوا اﻟﻠﻌﺑﺔ
 71 R ﻷﻧﮭم ﻣﺎذا؟
 81 S ﺧرﺑوا اﻟﻠﻌﺑﺔ
 91 R ﻣﻣﺗﺎز.. ارﻓﻊ ﺻوﺗك ﺷوي.. طﯾب
 02 S اﻷم ﺗﻔك ﺑﯾﻧﮭم
 12 R واﻷم؟
 22 S ﺗﻔك ﺑﯾﻧﮭم
 32 R ﻣﻣﺗﺎز أﺣﺳﻧت.. وﺑﻌد ذﻟك؟ 
 42 S زﻋل
 52 R ﻟﻣﺎذا؟
 62 S ﻷﻧﮭم ﺗذاﻋﻠوا )ﺗزاﻋﻠوا(
 72 R أم أﺣﺳﻧت.. وھﻧﺎ؟
 82 S راﺣت ﺗﻌﺗذر ﻟﮫ
 92 R أﺣﺳﻧت.. ﺗﻌﺗذر ﻣن ﻣن؟
 03 S ﻣن آ أﻣﮭﺎ
 13 R أﺣﺳﻧت.. طﯾب.. ﻓﻲ ﻧﮭﺎﯾﺔ اﻟﻘﺻﺔ ھﻧﺎ ﻣﺎذا ﺣدث؟
 23 S ﻟﻌﺑوا
 33 R ﻧﻌم
 43 S ﻟﻌﺑوا
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 1 R اﻵن أرﯾد ﻣﻧك أن ﺗﻘص ﻟﻲ ﻗﺻﺔ ﻋن ﻣﺎذا ﯾﺣدث ﻓﻲ ھذه اﻟﺻور.. ﻣﺎذا ﯾﺣدث ھﻧﺎ؟
 2 S آ ﯾﻠﻌب
 3 R أﺣﺳﻧت.. ﯾﻠﻌب ﺑﻣﺎذا؟
 4 S ﯾﻠﻌب آ ﺑﺎل آ ﺑﺎل ﺑﺎﻟﻠﻌﺑﺔ... أﻣﮫ ﺗﺳوي )...(
 5 R أﺣﺳﻧت.. طﯾب ﻣﺎذا ﺣدث؟
 6 S ﯾﺗﮭﺎوﺷون
 7 R ﻟﻣﺎذا؟
 8 S آ ﻛﺳر ﻟﻌﺑﺗﮫ
 9 R ﻣن ﻛﺳر ﻟﻌﺑﺗﮫ؟
 01 S ...
 11 R أﺣﺳﻧت.. طﯾب ﻣﺎذا ﺣدث ﺑﻌد ذﻟك؟
 21 S ﯾﺻﯾﺢ
 31 R ﻟﻣﺎذا؟
 41 S آ ...
 51 R ﻟﯾش؟
 61 S آ .. آ ... ﻻ ﻋﺷﺎن آ.. ﻋﺷﺎن آ ﻋﺷﺎن ﺗﮭﺎوﺷوا
 71 R أﺣﺳﻧت.. طﯾب.. ھﻧﺎ ﻣﺎذا ﺣدث؟
 81 S .. ﯾﺑﻛﻲ
 91 R أﺣﺳﻧت.. أﺣﺳﻧت.. ھﻧﺎ ﻣﺎذا ﯾﺣدث؟
 02 S ﯾﺑﻛﻲ
 12 R ﻟﻣﺎذا ﯾﺑﻛﻲ؟
 22 S ﻋﺷﺎن "اﻟﻣﮭﺎوﺷﺔ"
 32 R أﺣﺳﻧت.. طﯾب ﻓﻲ ﻧﮭﺎﯾﺔ اﻟﻘﺻﺔ ھﻧﺎ ﻣﺎذا ﺣدث؟
 42 S آآ ...
 52 R وش ﯾﺻﯾر ھﻧﺎ؟
 62 S آ ﯾﺳوي ﻟﮫ ﻟﻌﺑﺗﮫ
 72 R أﺣﺳﻧت ﺟﻣﯾل.. ﯾﻠﻠﮫ ﯾﺎ ﺑطل
 
 yadnuS fo tsisnoc syadkeew evif eht ,aibarA iduaS nI ,1.4.1 noitcesbuS ni denialpxe sA *




Appendix 22 Descriptive statistics of the listening scores 
Listening comprehension 
Schools’ names No. of 
students Frequency Percent 
ECS 
0 5 7.6 
1 3 4.5 
2 2 3.0 
3 5 7.6 
4 8 12.1 
5 5 7.6 
6 8 12.1 
7 8 12.1 
8 5 7.6 
9 8 12.1 
10 9 13.6 
Total 66 100.0 
SCS 
0 7 16.3 
1 5 11.6 
2 2 4.7 
3 3 7.0 
4 3 7.0 
5 12 27.9 
6 4 9.3 
7 2 4.7 
8 3 7.0 
10 2 4.7 





Appendix 23 Results of the t-tests 
Table 23.1-A Results of an independent-samples t-test examining the difference between pupils who were 
exposed to Standard Arabic books and those who did not in terms of listening comprehension scores. 
 
 
Did you read Standard Arabic books to 







Yes 44 6.30 2.611 .394 
No 40 3.95 3.046 .482 
 
 
Table 23.1-B Results of an independent-samples t-test examining the difference between who were 
exposed to Standard Arabic books and those who did not in terms of listening comprehension scores. 
 
t-test for Equality of Means 
t df Sig. (2-tailed) 
Listening comprehension Equal variances assumed 3.798 82 .000 
 
 
Table 23.2-A Results of an independent-samples t-test examining the difference between pupils who were 
exposed to Standard Arabic books and those who did not in terms of the percentage of Standard Arabic in 




Did you read Standard Arabic books to 








Yes 43 9.550 10.622 1.619 
No 33 11.593 23.496 4.090 
 
 
Table 23.2-B Results of an independent-samples t-test examining the difference between pupils who were 
exposed to Standard Arabic books and those who did not in terms of Standard Arabic words used in the 
stories they told. 
Independent Samples Test 
 
t-test for Equality of Means 
t df Sig. (2-tailed) 













Table 23.3-A Results of an independent-samples t-test examining the difference between pupils who 
attended preschool and those who did not in terms of listening comprehension scores. 
 
Two groups 





No 48 3.75 2.725 .393 
Yes 38 6.92 2.561 .416 
 
 
Table 23.3-B Results of an independent-samples t-test examining the difference between pupils who 
attended preschool and those who did not in terms of listening comprehension scores. 
 
t-test for Equality of Means 
t df Sig. (2-tailed) 
Listening comprehension Equal variances assumed -5.502 84 .000 
 
 
Table 23.4-A Results of an independent-samples t-test examining the difference between pupils who 
attended preschool and those who did not in terms of the percentage of Standard Arabic in the stories they 
told. 
Group Statistics 
 Two groups preschool N Mean Std. Deviation Std. Error Mean 
Percentage of Standard Arabic 
No 39 10.975 21.978 3.519 




Table 23.4-B Results of an independent-samples t-test examining the difference between pupils who 
attended preschool and those who did not in terms of the percentage of Standard Arabic in the stories they 
told. 
Independent Samples Test 
 
t-test for Equality of Means 
t df Sig. (2-tailed) 







Appendix 24 The effect size 
The effect size is recommended to accompany t-tests to determine how big the 
difference is between the two groups (e.g. Cohen, et al., 2007; Larson-Hall, 2015). 
Larson-Hall (2015: 65) defines an effect size as: 
 
a measure of how important the result is. In essence, it is the difference between the mean 
scores of the groups, but standardized so it is comparable across studies, and it is also 
takes into account the amount of variations across groups as well by using the standard 
deviation 
 
Cohen, et al. (2007: 521) state that ‘an effect size can lie between 0 to 1’. Cohen’s d is 
‘the most commonly reported measure of effect size’ that accompanies t-tests (Pace, 
2012: 138). An effect size can be interpreted as follows: 
0.20-0.50 = small effect 
0.51-0.80 = medium effect 
>0.80-1.00 = strong effect 
>1.00 = very strong effect 
 
For more details on how to interpret size effect’s results, please see (Pace, 2012; Hanna 
& Dempster, 2016). ‘To calculate a Cohen’s D effect size, you subtract one mean from 























































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































    
















































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































Appendix 26 Extract 7.1 
Extract 7.1* 
Class E2, SA1 
Teacher: Mr Sultan 
(An Exposition episode) 
1 دوﺪﻤﻣ ءﺎﯿﻟا فﺮﺣ ..دوﺪﻤﻣ ﺎﻨھ دوﺪﻤﻣ ﺎﻨھ ءﺎﯿﻟا فﺮﺣ :م 
 T: the letter Y here is a vowel here is a vowel.. the letter Y is a vowel 
2 ط٧اااﺎﯾ لﻮﻘﻧ :  
 S7: we say ya [the latter Y with the short vowel a] 
3 ﺢﻟﺎﺻ :م 
 T: Saleh 
4 ط٨اﺎﯾ :  
 S8: Ya [the latter Y with the short vowel a] 
5  ُي :م 
 T: yo [the latter Y with the short vowel o] 
6 "ﺐُﺤﯾ" :٩ط 
 S9: “loves” 
7 ؟ﮫﻧﺎﻜﻣ ﻦﯾو ءﺎﯿﻟا فﺮﺣ ﻲﻧﺎﺟ .."ُﺐﺤﯾ" :م 
 T: “loves”.. the letter Y appears.. where is its position? 
8 ﺔﻤﻠﻜﻟا لوأ :بﻼط 
 Students: at the beginning of the word 
9 ﺎﻨھ ﺐﯿط ..ﺔﻤﻠﻜﻟا لوأ ..ﺔﻠﻤﻜﻟا لوأ :م 
 T: the beginning of the word.. the beginning of the word.. ok and here? 
10 ط٩ﺔﻤﻠﻜﻟا ﺮﺧآ :  
 S9: at the end of the word 
11 ﺪﻤﺤﻣ ﺎﯾ ﮫﻠﻠﯾ ..ﺪﻤﺤﻣ :م 
 T: Mohammad.. come on Mohammad 
12 ﺔﻤﻠﻜﻟا ﺮﺧآ :ﺪﻤﺤﻣ 
 Mohammad: at the end of the word 
13 ﺔﻤﻠﻜﻟا ﺮﺧآ :م 
 T: at the end of the word 
14 ﺔﻠﺼﺘﻣ :١ط 
 S1: connected 
15 ﺔﻤﻠﻜﻟا ﺮﺧآ :م 
 T: at the end of the word 
16 ﺔﻠﺼﻔﻨﻣ :٢ط 
 S2: separated 
17 ﺔﻠﺼﻔﻨﻣ :٣ط 
 S3: separated 
18 ﺎﻨھ ﺪﻟﺎﺧ ..ءﺎﯿﻟا فﺮﺣ ﺪﻟﺎﺧ ﻊﻤﺳا ..ﺪﻟﺎﺧ ﺎﻨھ ..ﺔﻠﺼﻔﻨﻣ ﺔﻤﻠﻜﻟا ﺮﺧآ ..ﺔﻠﺼﻔﻨﻣ :م 
 T: separated.. at the end of the word separated.. here Khalid.. listen to the letter Y.. Khalid here 
 
* Transcription key (in this extract and all the subsequent extracts): 
.. = Short pause (2 seconds or less) 
…= Long pause (3 seconds or more) 
() = Unclear utterance 
S= Student 
T= Teacher 
?= Used in the end of sentence/s to indicate that they represent a question 
Underlined words/sentences are in Standard Arabic. 
- “” = Words/sentences within quotation marks indicate that they resulted from reading/quoting from the whiteboard 
or the student coursebook. 
 
 
Extract 7.1 gives an example of an Exposition episode occurred in a Standard Arabic 
lesson. In this extract, the teacher (Mr. Sultan) mainly used Local Arabic to explain the 
lesson. Mr. Sultan used Local Arabic to ask questions (line 7), choose students to 
  
386 
answer (lines 3 and 11), give feedback (line 9), and to draw students’ attention (line 18). 
Mr. Sultan also used Standard Arabic 1) to articulate technical and academic words such 
as ‘letter, Y, and vowel’ in line 1, and ‘separated’ in line 18, and 2) to read from the 




Appendix 27 Extract 7.6 
Extract 7.6* 
Class 1S, SA1 
Teacher: Mr Khalid 
(Episode 4 - L&R TM) 	 "سﻮﻠﺠﻟا ﺔﻓﺮﻏ ﻲﻓ ةﺮﻜﻟا ﺐﻠﻌﯾ ﺪﻨﮭﻣ" :ﺮﺗﻮﯿﺒﻤﻜﻟا ﻦﻣ 1	 [Played	on	the	CP]	“Mohanad	is	playing	football	in	the	sitting	room”		 سﻮﻠﺠﻟا ﺔﻓﺮﻏ ﻲﻓ ةﺮﻜﻟا ﺐﻠﻌﯾ ﺪﻨﮭﻣ" :بﻼط	2	 Ss:	“Mohanad	is	playing	football	in	the	sitting	room”		 ﮫﻠﻠﯾ ش ﮫﻠﻠﯾ :م	3	 T:	come	on	sh	come	on		 "سﻮﻠﺠﻟا ﺔﻓﺮﻏ ﻲﻓ ةﺮﻜﻟا ﺐﻌﻠﯾ ﺪﻨﮭﻣ" :بﻼط	4	 Ss:	Mohanad	is	playing	football	in	the	sitting	room		  ..مﻼﺳ ﺎﯾ :مةﺮﻣ نﺎﻤﻛ 	5	 T:	good..	one	more	time		 "سﻮﻠﺠﻟا ﺔﻓﺮﻏ ﻲﻓ ةﺮﻜﻟا ﺐﻌﻠﯾ ﺪﻨﮭﻣ" :بﻼط	6	 Ss:	Mohanad	is	playing	football	in	the	sitting	room 	 ةﺮﻣ نﺎﻤﻛ ..زﺎﺘﻤﻣ :م	7	 T:	excellent	..	one	more	time		 "سﻮﻠﺠﻟا ﺔﻓﺮﻏ ﻲﻓ ةﺮﻜﻟا ﺐﻌﻠﯾ ﺪﻨﮭﻣ" :بﻼط	8	 Ss:	[at	the	same	time]	Mohanad	is	playing	football	in	the	sitting	room		 ؟ﺮﻄﺳ يأ ﻦﯿﺤﻟا ﮫﻠﻠﯾ ..ﺐﯿط :م	9	 T:	ok..	now	which	line?		 ﻲﻧﺎﺜﻟا :بﻼط	10	 Ss:	the	second		 ﮫﻠﻠﯾ ﻲﻧﺎﺜﻟا :م	11	 T:	the	second..	ok	
 
*Transcription key: 
- Underlined words/sentences are in Standard Arabic. 
- “” = Words/sentences within quotation marks indicate that they resulted from reading from the whiteboard or the 
student course book. 
CP = the computer. 
 
The data indicate that when the teachers used the computer to conduct L & R episodes 
(in all the 16 episodes that fall into the Local-Arabic-dominant category), their 
interactions with students were primarily in Local Arabic, while the language played on 
the CD was entirely in Standard Arabic, so was the written language presented on the 
whiteboard. The analysis shows that the teachers initiated their talk in Local Arabic 
during this type of episodes for two main reasons; the first was to instruct students to 
repeat after the language played on the CD (see for example lines 3, 5 and 7). The 
second was to check on students and ensure that they were on task (as in line 9). The 
eachers also used Local Arabic to give students feedback by encouraging and praising 






































Appendix 29 Summary of central themes & codes emerged from interviews with the 
teachers 
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